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Foreword 


One of the basic truths in education is that 
the quality of education depends largely upon the quality of the 
teacher. 

Whether the teacher be seated at one end of the proverbial log 
with the student perched at the other end—uncomfortable positions 
for both of them—or whether the teacher is in the best-equipped 
room of a most up-to-date school; whether the teacher is at work 
with a small group of students or is on a television screen that is 
seen by tens of thosuands; whether the teacher is a person or 
whether the “teacher” is a programmed textbook, it is unlikely that 
the students will get a superior education unless the teacher is 
superior. With good leadership and appropriate teaching aids, the 
teacher’s effectiveness can be enhanced; but the most ingenious 
plans of inspired administrators and the best array of instructional 
devices are of little avail if the teacher is ignorant, unskilled, or 
indifferent. 

It is only natural that we should look back nostalgically at the 
past. In our imaginations, we see the past as the days in which all 
pupils were ambitious and all teachers were great. There is no gain- 
saying the fact, however, that though many teachers in the past were 
capable and a few were even great, on the average they were not as 
well-prepared for teaching as are the average teachers today. 

We have come to take for granted that our teachers should be 
college graduates and that they should also have gone on to gradu- 
ate studies. We assume that they are well-versed in the academic 
areas in which they are teaching. Of course they must understand 
the psychological, the sociological, and the philosophical foun- 
dations of education and we need hardly mention that they must be 
familiar, through both study and supervised practice, with the most 
effective ways of helping their students to learn. That these should 
be our routine expectations today is due, in large measure, to the 


v 
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efforts of Dr. T. M. Stinnett and to his leadership in the NCTEPS 
movement. 

We are far from having achieved the millennium in education and 
we have not yet discovered the process by which ordinary mortals 
can all become great teachers. Nevertheless, we have made tre- 
mendous progress in teacher education by raising the standards for 
those who would be teachers, by improving the process by which 
we prepare teachers, and by gaining for teachers better public 
Tecognition of the importance of teaching. These gains have not 
been easy but they are already being reflected in better education 
for more students. Much has been accomplished and more remains 
to be done. 

Dr. T. M. Stinnett has played so vital a role in improving teacher 
education and in raising professional standards that it is hard to 
think of anyone better qualified than he to discuss the profession of 
teaching. What he has to say is well worth hearing. 


HARRY N, RIVLIN 
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CHAPTER I 


Historical Perspectives 


The many specialties in teaching with their wide range of required 
skills and knowledge and, therefore, of degrees of preparation, and 
the vastly different nature of the teaching functions at the several 
school levels, cause some to reject the concept that teaching is a 
profession. Rather, this negative viewpoint holds that education 
with its comprehensive connotations is a profession, while teaching 
is simply a cluster of many separate professional groups. This mono- 
graph, as its title indicates, assumes that teaching is a profession; 
education, a discipline. 

The emergence of teaching as a profession must necessarily be 
viewed within the framework of the history of all professions. It is, 
in a real sense, an offshoot of other professions; its discipline, edu- 
cation, is a derived one, drawing upon many others for its content. 

One of the puzzling aspects of the professions is the comparatively 
few studies which have been devoted to their history. Carr-Saunders 
and Wilson in the Preface to their book The Professions have com- 
mented on the paucity of historic material on the professions as 
compared to that of trade unions. 


Professional Associations, on the other hand, have been almost 
entirely neglected; there has been no study of the historic develop- 
ment of professional associations or of the social, economic, and 
ethical problems involved. This is all the more astonishing inasmuch 
as the greater skill and responsibility of professional men as com- 
pared with members of trade unions render their associations far 
more interesting and important. Within the ranks of the professions 
are to be found most of those upon whose special skill the function- 
ing of modern society depends.* 

Although much has been written since the publication of The 
Professions, the relatively slender amount of published material of 
an historical and interpretive nature, especially about the pro- 
fessions in the United States, is noticeable. 


TA. M. Carr-Saunders and P. A. Wilson, The Professions (Oxford: The Clar- 
endon Press, 1933), P- iii. 
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The Meaning of Profession 


Few words are so loosely used as Profession. Almost every special- 
ized group, as soon as its members can claim to offer a significant 


Carr-Saunders generally avoided trying to define a profession, as 
his Statement, “I have employed the word profession in the com- 


monly accepted Sense,” would seem to imply. He did say on one 
Occasion: 


2A. M. 
~ M. Carr-Saunders Professions: Their Organizati i i 
» 5 ganization and Place in S > 
Ie Spencer Lecture at Oxford, May 18, 1928 (Oxford: The Clarendon Pre 
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However, Carr-Saunders dismisses the mode of remuneration as of 
no consequence in view of the emergence of many new professions 
whose members are largely salaried workers. 

If profession lacks a precise definition, the identification of 
criteria applicable to professions is, on the other hand, clear. 
Flexner? enumerates six criteria of professions: 


1. They involve essentially intellectual operations. 

2. They derive their raw materials from science and learning. 
3. They work up this material to a practical and definite end. 
4. They possess an educationally communicable technique. 
5. They tend toward self-organization. 

6. They are becoming increasingly altruistic in nature. 


To the list above, Lieberman would add two criteria of great 
significance: 


1. A broad range of autonomy for both the individual practi- 
tioners and for the occupational group as a whole; and 

2. Anacceptance by the practitioners of broad personal responsi- 
bility for judgments made and acts performed within the scope of 
professional autonomy.* 


The distinguishing marks of a recognized profession are also 
easily identifiable. If Carr-Saunders is wary of defining profession, 
he does, however, describe the characteristics which denote the 
recognized ones. Intellectual competence is one, “the ability to per- 
form all those skilled services upon which the continued functioning 
of modern society depends.” The urge to form a professional associ- 
ation is another, which is simply a reflection of the normal urge of 
humans to band together to further common interests and to im- 
prove their abilities through the exchange of knowledge, experience, 
and techniques. This explains why most professions have been able 
to emerge with a single, over-all, all-inclusive, general association 
of practitioners. There are special interest associations, representing 
such groups within the profession, but these are typically subsidiary 


3 Abraham Flexner, “Is Social Work a Profession?”, Proceedings of the National 
Conference of Charities and Corrections (The Hilmann Printing Company, 1915), 


pp. 576-90. p | 
4 Myron Lieberman, Education as a Profession (Englewood Cliffs, N.J.: Prentice- 


Hall, Inc., 1956), pp. 2-6. 
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groups to the main association, incidental to the main purpose of 
the one association. 

The motivations for forming a professional association, according 
to Carr-Saunders are: 

1. The defining of a line of demarcation between qualified and 
unqualified persons. The realization by the members of a new pro- 
fession that they possess a certain craft; and the desire of the better 
equipped to be distinguished in the public mind from the ill- 
equipped or the nonequipped by forming an association whose 
membership is confined to those possessing prescribed minimum 
qualifications. 

In the early days professions sought to be exclusive, barring some 
prospective members on artificial, arbitrary, or irrelevant consider- 
ations. This, of course, was motivated by the desire to identify an 
elite in the practicing group. Although the expression of this very 
human reaction still abounds in some professional groups, it is 
usually found in subsidiary societies or associations, the member- 
ship of which must meet special qualification standards, such as the 
College of Surgeons, the National Academy of Science, or the 
National Research Council. In general, admission to the profession 
is based upon the meeting of minimal standards. Thus, the pro- 
fessional associations have tended to become exclusive only in the 
sense of barring those who cannot meet the minimum requirements. 

2. The maintenance of high standards of professional charac- 
ter and honorable practice. Guaranteeing competence is not enough. 
Members of professional associations are impelled to establish and 
enforce standards of professional conduct. As difficult as it is to 
distinguish the qualified from the unqualified, it is equally difficult 
to distinguish the scrupulous from the unscrupulous practitioner. 
Through their professional associations members seek, mutually, to 
guarantee both competence and ethical conduct. 

3. The raising of the status of the professional group. Every new 
profession has to fight for recognition. Thus, their association be- 
comes the medium for elevating the status of their members by fix- 
ing and enforcing standards high enough to gain public recognition 
and recognition by other professions. 

4. The desire of the 
only one fully com 
the his 


profession to be recognized by society as the 
petent to practice its particular skill. Throughout 
tory of the medical profession, doctors have faced the compe- 
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tition of fringe or related groups. Only in recent times has legislation 
conferred upon doctors exclusive rights to exercise certain functions. 
The winning of exclusive functions has also been difficult for new 
professions. The battle to win these rights still continues for many 
professions, including teaching. 


The Evolution of Professions 


The term profession as used in modern society had no counter- 
part in the ancient world, To be sure, there existed the three classic 
professions—theology, law, and medicine, but the practitioners did 
not unite to form organized professions. “In Greece,” writes Car- 
man, “the lawyer was not a trained advocate practicing before a 
specially trained judge; he was the litigant’s friend speaking on his 
behalf before the litigant’s peers.” The medical doctor had no 
formal training other than as an apprentice or a practitioner of 
medicine. In Rome, the physician was, as a general rule, only a slave 
in a wealthy household; accountants, engineers, and architects were 
employees of the state. There were no professional associations.° 

During the Middle Ages, the men who provided what we now 
think of as professional services were either members of the priest- 
hood or members of exclusive guilds. The medieval universities 
arose from the influence of these guilds and became the training 
centers for the professions. The common organization of the uni- 
versities was clustered around four faculties: the faculties of arts, 
theology, law, and medicine. Eventually, the professions broke away 
from the dominance of the church and set up their own associations, 
which in turn established centers of training for their membership. 
The Royal College of Surgeons, founded in Europe in 1518, is one 
example of the shift in control, although the connection with the 
church continued for some time. 

By the end of the sixteenth century, with the exception of teach- 
ing, the professions had become secularized; that is, those pursuing 
6 For a definitive summary of the origin, evolution, and meaning of the profes- 
sions, see Harry J. Carman, “The Historical Development of Licensing for the 
Professions,” The Education of Teachers: Certification, Report of the San Diego. 
Conference (Washington, D.C.: National Commission on Teacher Education and 
Professional Standards, National Education Association, 1961), pp. 145-55. 

6 See also Howard S. Becker, “The Nature of a Profession,” Education for the 


Professions, Sixty-First Yearbook of the National Society for the Study of Educa- 
tion, Part II, Chapter II (Chicago: University of Chicago Press, 1962), pp. 27-46. 
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training no longer joined the holy orders; they formed their own 
secular guilds. Teaching, however, continued to be dominated by 
the church until some time after the Reformation and teachers 
continued to be members of the priesthood.” Throughout the eight- 
eenth century, divinity, law, and physic (medicine) continued to 
be the recognized professions. This limited classification, which 
omitted surgeons, apothecaries, and teachers, was due to the fact 
that the professions were regarded as the occupations of gentlemen. 
To be a surgeon or an apothecary was not considered a fit vocation 
for gentlemen. Teachers were excluded because they were classified 
as clergymen; architects and civil servants, because they had not 
established professional associations. Although the concept of a 
Profession as a gentleman’s special prerogative has had lingering 
connotations, it was short lived, giving way to the broader concept 
of possession of specialized intellectual techniques. Until the begin- 
ning of the eighteenth century, society required only some half- 
dozen such highly specialized groups. By the end of the eighteenth 
century, the impact of the scientific age and the Industrial Revolu- 
tion had created new areas of specialized intellectual activity and 
the need for new Professions, which then began to proliferate 
rapidly. 

The evolution of professions in England. In 171 1, Addison made 
Teference to the “three great professions—divinity, law, and physic.” 
But even this early, new professional groups were beginning to 
emerge as offshoots of the older ones. The apothecaries were begin- 
ning to perform some of the duties of doctors, and the invasion of 
the apothecary field by chemists and druggists began later in the 
eighteenth century, Samuel Pepys reported in 1665 that his wife 
had a tooth extracted by a “barber surgeon,” but by 1838 dentistry 
had begun to receive Tecognition as a distinct profession. 

The nineteenth century brought the rapid rise and recognition of 
a cluster of new professions. In the period 1800-1850, dentists, 
Veterinary surgeons, engineers, and architects gained Tecognition as 
professions. A charter was issued to the Royal College of Veter- 
inary Surgeons in 1844, and the Royal Institute of British Architects 


7A. M. Carr-Saunders and P. A. Wilson, The Professions (Oxford: The Clar- 
endon Press, 1933), pp. 293-94, 


8 Ibid., p. 295 
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was founded in 1834. The Institution of Civil Engineers was estab- 
lished in 1818, and the Institute of Mechanical Engineers in 1847. 
The Apothecaries Act, under which the apothecaries became general 
medical practitioners, was passed in 1815, and the medical profes- 
sion was unified by the Medical Act of 1858. 

The second half of the nineteenth century brought legislation to 
regulate the professions, which actually resulted in broadening the 
powers of the professions involved. The Medical Act of 1858, the 
Pharmacy Act of 1852, the Dental Act of 1878, and the Veterinary 
Act of 1881 gave legal recognition as well as regulation to these 
professions. This period, too, witnessed the emergence of new pro- 
fessional groups and their associations. Among these were the 
Surveyers Institute, founded in 1868; the National Union of 
Teachers, founded in 1870; and the Institute of Chartered Ac- 
countants, founded in 1880. 


Legal Regulation of Professions 


Licensure, either by the state or by voluntary private agencies, 
has long been associated with the evolution of professions. Basi- 
cally, this is a means of protecting the public from incompetent 
practitioners and of protecting the competent from unfair compe- 
tition. Carr-Saunders,® who uses the terms registry and closure, 
broadens the concept of the role of the state. The registry, as he 
defines it, refers to a listing of competent practitioners by the state, 
usually through licensure to practice. Closure goes a step further 
and legally reserves specified functions to those on the register of a 
given profession. The registry is an essential step toward closure, 
but it does not include exclusive designation of the functions of 
those on the register. Teaching is an example. While in the United 
States and elsewhere the state maintains a register of licensed 
teachers who are authorized to practice in the public schools, màny 
teachers are not required to be listed on the register, nor required 
to hold licensure and are thus able to teach unhampered by the 
state. This is notably true of teachers in higher education. In 


9A, M. Carr-Saunders, Professions: Their Organization and Place in Society, 
Herbert Spencer Lecture at Oxford, May 18, 1928 (Oxford: The Clarendon Press, 
1928), pp. 22-25. 
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England, Carr-Saunders says, “. . . while training in the art of 
teaching and some three years’ experience in teaching is demanded 


Where closure exists, it is usually confined to a few professions, 
deemed vital in nature, such as medicine and law, and results in a 
Partnership between the state and professional associations in the 
exercising of legal regulation. The associations are often assigned 
‘Tesponsibility for conducting licensure examinations, largely deter- 
mining the Preparatory program, accrediting professional schools, 
and maintaining the Tegister of specialized personnel beyond the 


In ancient times, licensure was informal and in the hands of the 
church. In medieval times, the universities provided both the prepa- 
ration and the licensure for the professions. The license to practice 
was simply the university degree or diploma in the professional 
field. This practice still obtains largely for college and university 
professors. 

On this point, a delegate of the Association for Higher Education, 
speaking against a proposed resolution before the Representative 
Assembly of the National Education Association, said: 


quirements . . . The Primary meaning of the bachelor’s, master’ p 
and the doctor’s degrees is that of certificates to teach, and they a S, 
re 


10 Ibid., pp. 25-26. 
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recognized as such in the entire community of higher education 
today."! 


Later, the guilds which were to become the professional associ- 
ations sought to provide the training and to reserve exclusive rights 
to practice the professions. When the guilds began to decline, the 
state gradually entered the areas of preparation and licensure for 
the professions usually assigning the training function to the higher 
education institutions. 

Prussia initiated the use of state examinations for physicians and 
lawyers in the early 1700's, which in time replaced entirely the 
qualifying examinations of the universities. The French Revolution 
brought an end temporarily to the medieval system of training and 
licensure in that country. Freedom of practice prevailed until public 
outrage over abuses forced a new set of legal controls. New pro- 
fessional schools were established and instituted examinations for 
practice. Gradually, the professional schools merged to form the 
modern universities, which, under state regulation, were endowed 
with the power to confer the right to practice. Thus, in France, the 
state exercises controls over both preparation and licensure through 
the universities. A counterpart of this practice with regard to public 
school teachers is found in the United States in the widespread 
practice (still existing in several states) of granting legal authority 
to state colleges and universities to issue teaching certificates to 
their graduates. In England, the state has been more restrained in 
entering the area of the preparation and licensing of members of 
the professions, leaving the former in most cases to the universities 
which are free of government control and the latter, to the profes- 
sional associations. In most professions the professional associations 
are autonomous bodies that define training requirements, exercise 
the right to verify qualifications through examinations or to accept 
university degrees, and seek to reserve through public persuasion 
exclusive practice to those admitted to membership. The Inns of 
Court, for lawyers, and the General Medical Council, for doctors, 
are examples of British professional associations. 


11], N. Thut, Statement before the NEA Representative Assembly, Atlantic 
City, New Jersey, June 30, 1961, Addresses and Proceedings of the Ninety-Ninth 
Annual Meeting Held at Atlantic City, New Jersey, June 25—June 30, 1961, Vol. 
99 (Washington, D.C.: National Education Association, 1961), p. 190. 
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In the United States, state concern and the regulation of the pro- 
fessions were slow to develop. Naturally, European concepts, espe- 
cially those of England, prevailed. In the early Colonial days, 
because of the simplicity of society few professions were necessary. 
As in ancient times, the ministry, law, and medicine were recog- 
nized as the essential professions. Except for the ministry, university 
preparation for the professions did not exist. Carman”? points out 
that eight of the first nine colleges founded in the United States 


were established to prepare ministers; that not until 1765 was the: 


first medical school established (at Philadelphia), and not until 
1764 was a law professorship (at William and Mary) established. 
The well-to-do went to European universities for training in law, 
medicine, and the ministry. Most others received their training by 
serving an apprenticeship under practitioners who had obtained 
European university degrees. Virginia in 1639, Massachusetts in 
1649, and New York in 1665 enacted the first laws seeking to 
regulate the practice of medicine. The first Medical Practices Act 
was enacted in New Jersey, and by 1800 legislation had been 
enacted in 13 of the 16 states vesting authority in state medical 
societies to examine and license doctors. Law, on the other hand, 
was considered a public profession and was soon regulated by 
legislation. Six states ( Massachusetts, New Jersey, New York, North 
Carolina, Pennsylvania, and Virginia) by 1800 required an exami- 
nation as evidence of competence or an apprenticeship and an 
examination. 

For teaching, legal regulation was even slower in developing. 
Both prescribed preparation and legal licensure for teachers were 
unknown during the Colonial period. After Independence and the 
formation of the Union, education was left to the states. Although 
half of the first 16 state Constitutions mentioned the importance of 
education, these statements did not mandate the establishment of 
state school systems. Thus, the selection and licensing of teachers 
were left to local authorities, which resulted in low standards for the 
schools and poorly prepared teachers. The deplorable situation in 
the schools, the evidence of neglect, the indifference to standards, 

12 Harry J. Carman, “The Historical Development of Licensing for the Pro. 
fessions,” The Education of Teachers: Certification, Report of the San Dieg, 


A z o 
Conference (Washington, D.C.: National Commission on Teacher Education and 
Professional Standards, National Education Association, 1961), p. 148. 
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the low qualifications of teachers caused public indignation that 
brought reform in Massachusetts and other New England states in 
the 1840’s. It had become clear that if the dream of a free, universal 
public school system was to survive, state regulations would have 
to impose reasonable standards. Above all, it became clear that 
provision had to be made for state schools for the training of 
teachers and that state supervision of their licensure had to be 
instituted. By the end of the nineteenth century, state normal schools 
were widespread, and some state control of teacher certification had 
been developed. 

Although licensure was still largely in the hands of local school 
authorities, states had begun to enforce some minimum require- 
ments, had established normal school graduation as one of the pre- 
requisites, and had begun to experiment with reciprocity among 
states in teacher certification. After 1900, there began a gradual 
shift to centralization of certification in state departments of edu- 
cation, a shift which is now virtually complete. 


The Changing Roles of Teachers in Modern Society 


The role of the teacher, as that of a member of any profession, 
is a dual one. He is a practitioner of his specialty, and he is a 
member of his profession, obligated to further the ideals of the 
group. For teachers, the scope of each role has changed drastically 
in modern times. The perennial questioning of the professional 
status of teaching revolves about the ability of teachers to function 
adequately in both roles. In other words, the question is not so 
much whether teaching is a profession, but whether teachers can be 
persuaded to act as professionals. The teacher’s role as a practitioner 
is an ancient one, since teaching in one form or another, formal or 
informal, has gone on throughout the history of man. His role as a 
member of the profession is a relatively recent one. In fact, the 
role is so new and has been, historically, so submerged in other 
specialized services to society that sheer inertia is perhaps the 
greatest deterrent to the realization of professional identity. 

An impetus, however, toward overcoming traditional attitudes in 
this regard has arisen from the changes in the role of practitioners, 
changes which have occurred largely in this century- Revolutions in 
the social, economic, and family structure of our society since the 
beginning of World War I have decreed the necessity for succes- 
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sively higher levels of education for all our people. The shift on 
a rural to an urban population, the raising of the compulsory schoo 
attendance age to 16 years, even 18 years in some states, the ele- 
vation of the educational level of our population to nearly 12 years 
of school, and the desire for higher education, have created such 
demands for teachers that their numbers are increasing faster than 
the general population. ; 
Technological developments, contributing to the employment o 
both parents and to the complexity of society, have transferred to 


the school many of the functions which the family and the home 
once performed. Thus, 


tance and a larger plac 
society itself, As a res 
more significant mean 
upon teachers have be 
to give powerful impet 
by demanding higher levels of 


other recognized Professional groups. 


Emergence of the Teaching Profession 


Teaching as an occupation is an ancient One, at least as old as 
law or medicine. Teaching as a profession is among the newest of the 
Professions, The reason for the late emergence of the profession of 
teaching is largely due to its intimate connection with the church 

until relatively recent times was a func- 
n medieval times there W 
such as existed for ph 
es, largely because of th 


as no craft organ- 


13 i 
Silene a faile treatment of the changing roles of the teacher, see Lindley J. 
Darn, le Teacher's Role in American Society, Fourteenth Yearbook of the 
Y Society (New York: Harper & Brothers, 


1957), 298 pp. 


John Dewe 
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establishment and support of schools gave powerful aid to the 
development of teaching as a profession. When the state began 
partially or wholly to finance schools, it began to set standards; 
chief among these standards were requirements which teachers had 
to meet in order to qualify for registry and licensure. This recog- 
nition came gradually to be based upon completion of prescribed 
training in a college or university and sometimes the passing of 
certain examinations. 


Rise of Teachers’ Professional Associations 


Teachers’ professional associations were as slow to emerge as the 
recognition of teaching as a profession. No organization of teachers, 
as we now use the term, existed during the Middle Ages, however 
pronounced may have been the common core of purposes of the 
men engaged in the practice. 

The. Brethren of the Common Life, founded in Europe in the 
latter part of the fourteenth century, is commonly credited with 
being the first voluntary association of teachers. Other voluntary 
associations of teachers were formed during the Middle Ages, but 
these were primarily religious organizations and not professional 
associations in the modern sense. 

In England, the College of Preceptors was established in 1846 
by the head masters of the smaller endowed schools. Its purposes 
apparently were to provide some bases for the training and admis- 
sion of secondary school teachers; later, it supported the establish- 
ment of a legal registry for such teachers. The Head Masters 
Conference was founded in 1869 as a sort of exclusive club. 

Although many local associations of elementary school teachers 
existed in England before 1870, they had little influence and were 
merged into a National Union of Elementary Teachers in that 
year. The National Union of Teachers was formed in 1888 as 
a result of dissatisfaction with the public treatment of teachers. At 
first an association of elementary teachers, it has come to represent, 
through mergers and amalgamations, all teaching levels in the 
publicly supported lower schools in England. ; l 

In the United States, the forerunners of teachers’ professional 


“Teachers” Organizations,” The Encyclopedia of Educational 


ee Oates ed., Revised Edition (New York: The Macmillan 


Research, Walter S. Monroe, 
Company, 1950), pP- 1442-46. 


14 HISTORICAL PERSPECTIV: ES 


associations were societies formed as pressure groups to promote the 
establishment of public schools. Among these societies were Fi 
Pennsylvania Society for the Promotion of Public Schools, the 
Western Literary Institute and College of Professional Teachers, 
the Lyceum, the Friends of Education, and the American Associ- 


ssociation was the Society of As- 
1794, in New York City. The 
was founded in Boston in 1830. 


professions and 


shown by Carr-Saunders to be of 


A History of Education in Amer- 


k Holt, Rinehart & Winston, Inc., 1953), Pp. 288-89, 
16 A. Carr-Saunders, Professions: Their Organization and Place in Society, 
1g bert Spencer Lecture at Oxford May 18, 1928 (Oxf, 
1928), p. 


ord: The Clarendon Press, 
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CHAPTER II 


Major Characteristics 


i e 
The profession of teaching is commonly characterized $y ay 
largest of all professional groups in terms of the PR eng p = 
in it. This fact is reflected in data from the 1950 Census. omp 


Size and scope, According to the 1950 Census, there r 
3,813,770 persons engaged in work in 23 professions. Of this total, 


otal number of teachers employed in the 
ited States at all School levels and in all types of positions, for 
1, is as follows: 


Teachers in the public elementary and secondary 1,400,000 
Schools, 220,000 
Teachers in Private elementary and secondary schools. 
School administrators, Supervisors, consultants, re- 
Searchers, and other Specialists in elementary and 
130,000 
secondary Schools. 0,000 
Professional Personnel in higher education. 350) 
Tofessional Staff members in Professional organiza- 
tions, government Offices of education, and in private 0 
agencies with educational Programs, — 25,000 
Total 2,125,000 


Source: Margaret Lindsey, ed., New Horizons in the Teaching Profession (Wash- 
ington, D.C.: National Commissi 
sional Standards, National Educati 


os 
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Table 1 reflects the number of teachers in 1960-61 employed in 

public and private elementary and secondary schools in the United 
States. 


TABLE 1 j 
TEACHERS BELOW COLLEGE LEVEL, BY AGE AND SEX: OcTOoBER 1960 

Age í Men Women Total 
Under 25 years 40,000 179,000 219,000 
25 to 34 years 231,000 208,000 439,000 
35 to 44 years 111,000 238,000 349,000 
45 to 54 years 85,000 364,000 449,000 
55 years and over 46,000 220,000 266,000 
Totals 513,000 1,209,000 1,722,000 


Source: Bureau of the Census, U.S. Department of Commerce, School Enrollmènt 
and Education of Young Adults and Their Fathers, October 1960, Current 
Population Reports, Population Characteristics, Series P-20, No. 10 
Washington, D.C.: The Bureau, July 24, 1961), Table E, p. 5. 


Age, sex, and marital status. Of the total number of teachers 
employed below the college level (Table 1), 1,489,000 or 87 per 
cent are public school teachers, and 233,000 or 13 per cent are 
private school teachers. Among the public school teachers, there 
were more than twice as many women (1,013,000 or 68 per cent) 
as men (476,000 or 32 per cent). At the elementary public school 
level, the ratio of women to men was about 8 to 5. In the public 
high schools in 1960-61, for the first time in many years, men 
slightly outnumbered women. Among the private school teachers 
there was an even greater proportion of women—the women (196,- 
000 or 84 per cent) outnumbered the men (37,000 or 16 per cent) 
by more than 5 to 1. Contrary to the popular stereotypes, 60 per 
cent of the women and 80 per cent of the men teaching in the public 
schools were married. 

As to the age characteristics, more than 40 per cent of all teachers 
are 45 years or Over. Typically, women teachers are older than 
men, almost one-half of them are 45 years or over as compared to 
slightly more than one-fourth for the men. Sampling studies of the 
NEA Research Division indicate that the typical public school 
teacher is about 40 years of age, has completed 4.7 years of college 
work, and has taught school for 13 years. The typical teacher at- 
tends summer school every third year, works 45 to 50 hours a 
week during the school year, and receives about $5,200 a year. 


18 MAJOR CHARACTERISTICS 


TABLE 2 


AGE DISTRIBUTION OF TEACHERS IN ELEMENTARY AND SECONDARY ScHoots, 


BY PERCENTAGES, OCTOBER 1960 


TEACHERS IN PUBLIC TEACHERS IN PRIVATE 
ALL TEACHERS— SCHOOLS. SCHOOLS 
Men Women T, otal Men Women Total Men Women Total 
Under 25 years 78148 128 32 153 13-05 2:7, 9.12.2. 1107 
25 to 34 years COPA Si) 25.5 45.4 17.9 26.6 40.5 13.8 18.0 
35 to 44 years 21.6 19.7 20.1 21.4 171 18.5 24.4 33.2 31.8 
45 to 54 years 1608930226166 3119 26.5 16.2 25.0 23.6 
55 years and over 88 181 15.5 84 187 15.4 162 15:8 15:9 
Totals 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 
Source: Bureau of the Census, U.S. Department of Commerce, School Enrollment 
3 Fathers, Adaptation of data 
in Table E, p. 5. 


Age 


Normally, this means that these proportions of the two sexes will 
be Tetiring within the next 15 to 20 years; that is, about 600,000 
men will reach retirem 


:917 were teaching on emergency certifi- 
mentary school teachers, 125,477 were 


men (15 per cent) and 731,876 were women (85 per cent). Of 
the 551,609 hi 


and 265,977 (48 


» Supervisory, and Special-school-seryice 
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personnel. Of the total classroom teachers, about 4 of 10 are men, 
and 6 of 10 are women; 15 of each 100 elementary school teachers 
are men, 85 are women; of every 100 high school teachers, 52 are 


men, 48 are women.* 

The extent of the enormous increases in the number of profes- 
sional personnel, resulting from increased enrollments, is revealed 
by the year-by-year tabulations of public school personnel employed 
in the school years 1950-51 through 1960-61. In the former year 
there was a total instructional staff of 955,241; in the latter year, 
the total was 1,526,079, an increase of 55.3 per cent in the 11 year 


period. 


The Range of Future Teaching Opportunities 


The shortage of teachers in the United States has been chronic, 
and well publicized since the beginning of World War II. This 
shortage, plus steadily increasing enrollments at all school levels— 
the result of relatively high birth rates—plus the traditional lag of 
needed adjustments in the economic status of teachers, and the in- 
creasing demands for professional personnel by industry, indicate 
that employment opportunities in teaching will continue at ab- 
normal levels for the next decade. But these opportunities need to 
be carefully evaluated or some unwarranted conclusions can be 
drawn. The stortages of (and therefore the demands for) teachers 
are unevenly distributed, numerically and among teaching spe- 
cialties. What is the quantitative situation? First, we must examine 
the current situation and then consider the situation which will 
obtain in the decade 1960-1970. Several factors enter into such an 
examination among which are current and prospective school en- 
rollments, teacher demand and supply, and increasing demands for 
enlarged curriculum services. 

Current and projected enrollments. According to the Census 
Bureau, the total enrollment (ages 5-34) in 1960-61 in all types 
of schools in the United States was 46,260,000. By types of schools 


the total enrollment is distributed as follows:* 


1 National Education Association, Research Division, Estimates of School Statis- 
tics, 1960-61, Research Report 1960-R15 (Washington, D.C.: The Association, 
December 1960), 32 pp. 

2 There are several sources 0 
USS. Office of Education release 


f estimated enrollments. These vary somewhat. The 


s estimates in August each year for the ensuing 
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TABLE 3 


TOTAL ENROLLMENT IN ALL TYPES oF SCHOOLS IN THE 
UNITED STATES IN 1960-61 


PER CENT 


— TYPE OF SCHOOL— —ENROLLED— 

School Level Public Private Total Public Private 
Kindergarten-Elementary School 27,505,000 4,936,000 32,441,000 84.8 15.2 
High School 9,215,000 1,034,000 10,249,000 89.9 10.1 
College 2,307,000 1,263,000 3,570,000 64.6 35.4 


Totals 39 


colleges and universities, for the school year 1969-70, is 6,443,000. 
The estimated total for all school enrollments in 1969-70 is 


itemized as follows: ki (public 
Schools, 28,700,000- Private schools 5,300,000; other schools, 200 000 

000; » 5,300,000; » £90,000); gra 
through 12, a total of 10,800,00 » 9,500,000; aan ee 
000); colleges and uni iti pa 


| 
! 
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ments in all types of schools between 1960 and 1970 will approxi- 
mate 14,000,000. 

Estimated future staff needs. Total estimated staff needs foz 
1969-70 are: public schools, 1,900,000, an increase of about 
350,000; private schools, 300,000, an increase of about 80,000; 
higher education (teachers only), 390,500, an increase of about 
117,000. The total professional staff needs of colleges and uni- 
versities will probably be at least 450,000. The total estimated 
number of staff members which will be employed in schools and 
colleges in 1969-70 will approximate 2,500,000, an increase of at 
least 500,000 over 1960-61. 

At the higher education level, it has been estimated that about 
320,000 new teachers will be needed to maintain adequate staffs 
during the 10 year period (1959-60 to 1969-70), or an average 
of 32,000 for each of the 10 years—19,000 per year to replace 
those leaving teaching (an estimated 6 per cent annual leaving), 
and 13,000 per year to meet increased enrollments. For the public 
schools, there is an estimated current shortage of about 140,000 
teachers. The demand for the next 10 years is likely to aggregate 
more than 2,000,000 needed new teachers for all purposes. Of this 
number 1,500,000 will be needed (150,000 annually on the aver- 
age, figured at the estimated current leaving rate of 8.5 per cent), 
to replace those leaving teaching, and at least 500,000 (50,000 
annually on the average) will be required for increased enrollments, 
to relieve overcrowding, to provide additional curriculum services, 
and to replace unqualified teachers. The figures indicate an annual 
average need for new teachers for the public schools of about 
200,000 for each of the next 10 years. Something like 20,000 can 
be projected as the average annual need for new teachers in private 
schools. Thus, the projected total average annual need for new 
teachers for all elementary and secondary schools will approximate 
220,000. To meet these needs, colleges and universities will have 
to increase their annual production of new teachers by at least 50 
per cent, perhaps more. In 1960-61, for example, the 1,147 ap- 
proved teacher education institutions turned out only 139,061 de- 
gree graduates prepared for teaching —53,634 prepared for elemen- 
tary school teaching and 85,427 for high school teaching. But this 
total is illusory, since data from previous years indicate that only 
73.5 per cent of the new supply of teachers (68 per cent of new 


TOON OW 
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high school teachers and 82 per cent of new elementary school 
teachers) actually take teaching jobs in the fall following their 
graduation; and the percentage is much lower for some teaching 
fields such as science and mathematics. Thus, it can be assumed 
that only about 102,000 (of the total of 139,061) newly prepared 
teachers in the spring of 1961 (58,000 high school and 44,000 ele- 
mentary school teachers) actually took teaching jobs in the fall of 
1961, whereas the schools employed about 150,000. To meet the 
deficiencies, the schools are, of ‘course, employing teachers with 
substandard preparation. It cannot be assumed that all of the gradu- 
ates who fail to take teaching jobs in the school year following 
their graduation are permanently lost to teaching. Many do take 
other employment, but many go on to graduate schools, or go into 
military service, and later do become teachers. 
- Any estimate of projected teacher needs necessarily must be put 
in perspective with probable future conditions. They can be based 
upon the following: the current leaving rate (estimated at 8.5 per 
cent); the current acceptance-of-teaching-jobs rate by new grad- 
uates (estimated at 73.5 per cent); and the past annual enrollment 
increase (1,000,000 or more for more than a decade) which is 
certain to continue through at least 1965. Also, these projections 
must be predicated upon current pupil-teacher ratios, but these are 
apt to be illusory also. Currently in all urban school districts, 50.4 
per cent of all elementary classes have more than 30 children and 
19.3 per cent have more than 35 each. The NEA Research Division 
has estimated that 30,000 additional elementary school teachers 
would have been required in the fall of 1961, to relieve overcrowd- 
ing (more than 9,000,000 children in classrooms with more than 
30 pupils, ranging to 45 and more) and to eliminate half-day ses- 
sions (involving 600,000 children) 2 

Uneven distribution of teacher shortages. Another significant 
factor in assessing the range of teaching opportunities is the uneven- 


ness of the demand and supply. To deal with the supply situation 


first—the annual production of elementary and secondary school 
teachers i 


18 out of balance. With a known Tatio of about eight ele- 


ae 

2 National Education 
mand in Public Schools, 
Association, 1961), 48 


Association, Research Division, Teacher Supply and De- 
1961, Research Report, 1961-R9 (Washington, D.C.: The 
Pp. 
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mentary school to five high school teaching jobs, the 1961 crop of 
new teachers graduated by the colleges and universities almost €x- 
actly reverses this ratio—about five elementary school to eight 
high school teachers. There, also, is an imbalance in the production 
of teachers for certain high school fields, an underproduction 
notably in science, mathematics, girls’ physical education, home 
economics, music, and art; there are also serious shortages in the 
special education and special-school-service areas. There appears to 
be an overproduction in the fields of physical education for men, 
social studies and in some places, in business education and Eng- 
lish. 

As to the demand—the areas and fields are indicated above in the 
discussion of supply. The demand for elementary school teachers 
will apparently continue to exceed the supply for many years. But 
the full impact of the high birth rate since World War II is yet to hit 
the high schools. 

Another uneven aspect of the demand situation is the geo- 

graphic one. The 1960 Census reveals loss of population in some 
` states and phenomenal growth in others. The following states have 
had more than 100 per cent increases in school enrollments in the 
last decade: Alaska, Arizona, Florida, and Nevada, and the Pacific 
Coast states have had a consistent and rapid growth in enrollments. 
Naturally, these areas are in short supply of teachers and are having 
to import large numbers from the other states. Most large cities have 
suffered population losses in the last decade. Yet their school en- 
rollments are up 22 per cent on the average and their suburbs have 
had a population increase of nearly 30 per cent. 

The basic cause of the teacher shortages has been the imbalance 
in the age pools of our 5-17 year group (the source of elementary 
and secondary school enrollments) and the 18-21 year group (the 
college age pool which is the source from which new teachers must 
come). The first age group has increased drastically since World 
War II and has caused equally drastic increases in enrollments in 
the lower schodls. The second group, because of the relatively low 
birth rates of the 1930’s and 1940’s, actually declined in size from 
1950-55, at an annual rate of more than 100,000. This pool is now 
on the upgrade but it will probably be 1965 before it becomes large 
` enough to produce college graduating classes of a size to yield an 
adequate crop of new teachers. The proportion of the first degree 
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students who have prepared for teaching has increased since 1950, 
when it was about 27 per cent of the total number of first degree 
college graduates, to about 32 per cent in 1960. This proportion 
must be increased, or deterring factors removed and holding power 
increased, if the shortages are to be solved in the near future. 


Specialties in the Teaching Profession 


One of the marked characteristics of the profession of teaching 
the great number of Separate areas of specialization. It is not un- 
common fo find a cluster of specialized areas in other professions, 
but nothing like the number in teaching. Listed below are some of 


the major specialties to be found in the teaching profession; the list 
is by no means all-inclusive. 


College. President, vice president, 
Provost, registrar, busines 
of public relations, direct 
fairs, heads of department 
Professor; associate Professor, professor). 

Public schools. Administration 


is 


dean (several categories), 
S Manager, director of research, director 
or of placement, director of alumni af- 


Supervisors of special subjects— 
ational education, special educa- 
academic fields—English, science and mathe- 
S, foreign languages). Special school services 
actually members of other professions; school 
dental hygienist, school doctor, school nurse, 
> librarian, child welfare and attendance officer). 
y school—teacher in self-contained classroom, 


matics, social studie 
(some of these are 


ing, mentally retarded, partially sighted, speech defects. Secondary 
school—teacher of 


academic subjects, Special subjects; heads of de- 
partments), t 
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cation, U.S. Office of Education, and industrial and commercial 
concerns. 


The Education of Teachers 


The amount of formal education required of teachers is still be- 
low that of most other professional groups, and this is an influential 
factor in the comparatively low status generally accorded to teach- 
ing. The comparative figures (with 13 other professions) are given 
in Table 4. 


TABLE 4 


PLANS OF EDUCATION IN THIRTEEN PROFESSIONAL FIELDS, COVERING 
FIVE YEARS OR More* 


Years of Total 
General Yea. College 
College Pro, Years 
Field Education Curriculum Required 
Medicine 3 4 7 
Theology 4 3 7 
Dentistry 2 4 6 
Hospital Administration 4 2 6 
Law 3 3 6 
Osteopathy 2 4 6 
Social Work 4 2 6 
Veterinary Medicine 2 4 6 
Architecture 0 5 5 
Chiropody 1 4 5 
Library Science 4 1 5 
Optometry 1 4 5 
4 1 5 


Public Health 


* These are the most commonly followed plans in cach field; there are varia- 
tions followed by some schools in each field. 


Source: Lloyd E. Blauch, ed., Education for the Professions, Office of Education, 
U.S. Department of Health, Education and Welfare (Washington, D.C.: 
Government Printing Office, 1955), p. 14. 


The basic requirement for teachers in the elementary and sec- 
ondary schools is four college years with variations below and above 
this level among the states, and with much less time on the pro- 
fessional curriculum than other professions require. For college 
teaching, the basic requirement ranges from five to seven years, with 
variations above and below, and virtually no emphasis upon the 
professional curriculum as such. The ideal preparation for college 
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teachers is, of course, the completion of the doctorate (seven years 
of college), but fewer than half of the employed college teachers 


have attained this standard, and the percentage has been declining 
in recent years. i 


Obviously, the profession of teaching will not attain comparable 


status with the 13 professions listed above until its required prepa- 
Tation levels are comparable. 


Selective admission. Another factor frequently judged to be an 
adverse one regarding professional status for teaching is the com- 
parative lack of rigorous standards for admission to preparation. 
Several studies have been made of academic achievement levels of 
teacher education students and those preparing for other profes- 
sions. Virtually all of these studies report lower achievement by 


the preparing teachers. North has summarized the situation as 
follows: 


When national samples of education students are compared with 
comparable samples of students in other curricular areas, they con- 
sistently fall below the liberal arts, science, and engineering groups, 
and most other groups as well. x 

On the other hand, there is evidence that teacher education stu- 
dents in certain colleges that maintain high admission standards 
compare quite favorably . . . Under conditions now prevailing in 
the country as a whole, however, the field of education is not com- 


peting successfully with other professions in drawing the high- 
caliber personnel that it so urgently needs.* 


Some General Characteristics 


Mobility. There is a high degree of mobility and discontinuity of 
service in teaching. Few valid comparisons with other professions 
in these regards are available. The median teacher in 1956 haq 
completed 13.1 years of teaching experience and 6.7 years in the 
system where then employed. Fully half of the teachers had taught 
in 3 or more different school systems. The mobility of teachers 


*Robert D. North, “The Teacher Education Student: How Does He (@ 
Acad 


lemically with Other College Students?” The Education of Teachers: New Per. 
spectives, Report of the Second Bowling Green Conference (Washington if 


National Commission on Teacher Education and Professional Standards, Name 
Education Association, 1958), p. 285. Bal 


Ompare 
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across state lines is believed to parallel closely that of the gen- 
eral population. On this assumption, at least 30 per cent of teachers 
are employed in states other than those in which they were born. 
Continuous service, unbroken by as much as one year, was reported 
by 70 per cent of the men, 72 per cent of the single women, and 
32 per cent of the married women. 

The high concentration of men in the age brackets below 36 is 
consistent with the knowledge that many young men leave teach- 
ing after a few years when family responsibilities increase. Many 
women teachers resign when they marry, others leave teaching 
when their first child is born. Many married women, however, move 
in and out of teaching; 26 per cent of the married women reported 
2 or more breaks in service. 

Role in community life. The roles of teachers as participants in 
community affairs vary according to the community. In general, in 
the smaller communities, it is more likely that teachers will fill 
leading roles in community organizations and activities. In large 
urban centers, where there is greater competition for leadership 
and participating roles, teachers are not so prominent in com- 
munity affairs. 

How valid are the criticisms that teachers are under-participants 
in community activities? There is little comparative data about the 
participation of other specific occupational groups. The NEA study 
of 1956 found that 86 per cent were regular voters; 93 per cent 
were active members in a church or at least one other community 
organization; 74 per cent were active in two or more organiza- 
tions; and at least 50 per cent were active members of two or more 
organizations exclusive of the church.° 

About 5 per cent of all public school teachers are employed in 
very small school districts (see Table 5), while more than 20 per 
cent work in districts with 1,000 or more teachers. More than 
three-fourths are employed in districts employing 50 or more teach- 
ers. In 1956, one-third of all public school teachers were employed 


in their home communities.° 


5 i i iati ivisi s he Amer- 
5 National Education Association, Research Division, “The Status of t! 
ican Public-School Teacher,” Research Bulletin, XXXV, No. 1 (February 1957), , 
pp. 57-62. 
6 Ibid., P: 43- 
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TABLE 5 


DISTRIBUTION OF AMERICAN PUBLIC SCHOOL TEACHERS BY SIZE 
OF ScHooL DISTRICT, 1957 


Namber of Number of — Per Cent of 
Size of District Districts Teachers Teachers 
1000 or More Teachers 99 287.800 22.0 
200-999 Teachers 993 358,100 27.3 
50-199 Teachers 3,949 375,700 28.7 
10-49 Teachers 9.954 224,500 17.1 
Fewer Than 10 Teachers 28.544 65,600 -4.9 
Totals 43,539 1,310,700 100.0 


Source: National Education Ass 
niques,” Research 
(Data from U.S. B 


ociation, Research Division, “Small Sample Tech- 
Bulletin, XXXVIII, No. 4 (December 1960), p. 100 
ureau of the Census). 


Preparation in publicly-supported 
colleges and universities.” 


Some studies have in 


dicated that the fa 
teachers are predomin 


mily backgrounds of 


es for determining 
eloped by school districts. Usually these pro- 


and made known to all 
- The individual bargaini 


generation ago has given way to the develop 


7 Unpublished data, based ch Division Teach A; 
1959-60, mec on NEA Resear CT Opinion Poy, 
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TABLE 6 


OCCUPATIONS OF TEACHERS’ FATHERS 


PER CENT OF TEACHERS REPORTING IN 1956 


PATERNAL OCCUPATION Rural Urban Total 
Professional or semiprofessional 
worker 8.9 15.1 12.6 
Managerial worker or self-employed 14.5 24.9 20.7 
Clerical or sales worker 4.2 7.6 6.3 
Farmer 48.4 20.6 -31.7 
Skilled or semiskilled worker 18.1 25.6 22.6 
Unskilled worker 5.9 6.2 6.1 


Se ee ee er eee ees ar 


Source: National Education Association, Research Division, “The Status of the 
American Public-School Teacher,” Research Bulletin, XXXV, No. 1 
(February 1957), p. 43. 


based on professional principles. The hired hand concept of the 
teachers’ services has largely disappeared in favor of the profes- 
sional concept. We have moved a long way from the “boarding 
around” practice as partial pay for services, which was prevalent in 
the early years of our educational history and extended even into 
this century. It was not until after World War I that school boards 
began to adopt formal salary schedules. It has been the contention 
of the profession that individual bargaining, which tended to beat 
down remuneration to the bare level of subsistence, also tended to 
lower the status of the profession, indeed to prevent the security 
of services of a professional nature. 

Salary schedules for public school teachers based on the twin fac- 
tors of preparation and experience developed rather rapidly after 
1920. Moreover, as such schedules began to be adopted by school 
boards, teacher participation in their development became more 
and more common. Schedules in private schools and colleges tended 
to develop along positional classifications, with heavy emphasis on 
merit provisions. 

Trends in salary schedules. Insofar as public school teachers’ 
salary schedules are concerned, the trend has been for many years 
toward the single salary type- Although there has been recently a 
great public demand for merit pay schedules and much expe 
tation, relatively little progress has been made in this direction. By 
1957, a total of 34 states had adopted minimum salary laws. They 
were extremely significant at the time of adoption, setting as they 


30 MAJOR CHARACTERISTICS 


did a floor for beginning salaries, but in most states current sched- 
ules have moved far out ahead of these prescribed minimums. Be- 
ginning salaries have been moving up steadily in the last decade, 
as have the average salaries of the entire instructional staff. Greater 
recognition is being given to college-year levels of preparation (the 
typical differentiation is $300); this includes levels beyond the 
master’s degree, for six years of preparation, and some schedules 
provide for seven years and the doctor’s degree. Also, provisions for 
intermediate steps (fractional years) between degree or college- 
year levels are now being provided in many schedules. Fewer ex- 
perience steps with larger annual increments are other discernible 
trends. There is a trend toward increasing use of the supermaximum 
increment by some large city districts; that is, an occasional incre- 
ment for veteran teachers beyond the top of the regular schedule, 
based on the objective factor of length of service. There is a definite 
trend including administrative and supervisory personnel in salary 
policy and schedules. And the trend toward eliminating discrimi- 
natory practices based on differentials for sex, marital or family 
Status, and type of position, is quite pronounced. 

Salary policies advocated by professional organizations. The 
NEA is on record as advocating salaries for beginning qualified 
teachers of at least $6000, ranging up to $13,000 and higher for ex- 


perienced teachers. The NEA policy states that a professional 
salary schedule should: 


1. Be based upon preparation, teaching experience, and profes- 
sional growth. 

2. Provide a beginning salary adequate to attract capable young 
people into the profession. 

3. Include increments sufficient to double the beginning Salary 
within 10 years, followed by continuing salary advances, 

4. Be developed cooperatively by school board members, ad- 
munistrators, and teachers 

5. Permit no discrimination as to grade or subject taught, resi- 
dence, creed, race, sex, marital status, or number of dependents, 

6. Recognize experience and advanced education, through the 
doctor’s degree. 

7. Recognize, by appropriate salary ratios, the TesPonsibilitie 
administrators and other school personnel. S of 
8. Be applied in actual practice.*® 


ë National Education Association, NEA Handbook for Local, State and Nar; 
Associations (Washington, D.C.: The Association, 1961), pp, 57-58 National 
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The American Federation of Teachers also advocates salary 
schedules based only on training and experience, or a single salary 
schedule unencumbered by merit rating.° 


Types of Salary Schedules 


There are many ways of categorizing teachers’ salary schedules, 
but most of these can be classed as either single or merit pay 
schedules. 

With few exceptions, all schedules are now of the single salary 
type or variations of it. Other names applied to these variations of 
the single salary schedules are preparation-experience schedules, 
index schedules, percentage schedules, professional growth sched- 
ules, merit pay schedules, schedules with supermaximum provisions. 

The term single schedule came into use about 30 years ago, when 
separate schedules for elementary and high school teachers, for 
men and for women, for different types of teaching positions, were 
quite common. The drive to eliminate differentials based on these 
factors led to the development of the single type, the only differen- 
tials being based on differing levels of preparation and years of ex- 
perience. 

The merit salary schedule is more difficult to define. In fact, 
there is little agreement regarding a definition. As a general rule, 
a merit pay schedule is simply a single salary scale with modifica- 
tions to reward those teachers judged to be performing superior 
service, that is, added provisions or differentials for these teachers 
above the regular schedule. The extra rewards are provided in sev- 
eral different ways: they may take the form of acceleration of in- 
crements by which some teachers reach the maximum ahead of the 
majority; or they make take the form of superior-service maximums 
by which the teacher, judged superior, gets additional increments 
not awarded to the others; or they may take the form of giving pre- 
ferred placement on a multiple track schedule to select groups of 
teachers. A 3 

The preparation-experience schedule is also a single salary plan, 
in which the determining factors are the level (college years) of 
preparation and the number of years of experience. There are many 


9 American Federation of Teachers, Personnel Relations for Teachers (Chicago: 
The Federation, 1959), p. 28. 
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variations of this plan. Probably a majority of such schedules are 
based on the bachelor’s and master’s degrees with appropriate dif- 
ferentials for each.and uniform increments for each successive year 
of service. In recent years, however, such schedules have tended 
toward expansion by providing differentials for six- and seven-year 
levels, and for the doctor’s degree. Also, many such schedules are 
now providing differentials or increments for fractional years of ad- 
ditional preparation. i 

The index and percentage salary schedules are single schedules 
baséd on the bachelor’s degree minimum. The differentials for ad- 
ditional preparation and successive increments are determined by 
applying an index or percentage to the base and adjusting the dol- 
lar amounts each year by multiplying the appropriate index or per- 
centage by the base figure. These types of schedules have been 


growing in popularity in recent years. The following are examples 
of the two types: 
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AN INDEX SALARY SCHEDULE 


Bachelor's Master's Master's Plus 

Step Degree Degree 1 Year 

1 1.00 1.10 1.20 

2 1.06 1.16 1.26 

3 1.12 1.22 1.32 

4 1.18 1.28 1.38 

5 1.24 1.34 1.44 

6 1.30 1.40 1.50 

7 1.36 1.46 1,56 

8 1.42 1.52 1.62 

9 1.48 1.58 1.68 
10 1.54 1.64 1.74 
II 1.60 1.70 1.80 
12 — 1.75 1.85 
13 — 1.80 1.90 
Le: = — 195 
t5 = — 2.00 


a 
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A PERCENTAGE SALARY SCHEDULE 


Years of Bachelor's Master's Six Years of Doctor's 
Service Percentage Degree Degree Preparation Degree 
1 100 $4500 $5000 $5500 $6000 
2 105 4725 5250 5775 6300 
3 110 4950 5500 6050 6600 
4 120 5400 6000 6600 7200 
5 125 5625 6250 6875 7500 
6 130 5850 6500 7150 7800 
7 135 6075 6750 7325 8100 
8 140 6300 7000 7600 8400 
9 145 6525 7250 7875 8700 
10 150 6750 7500 8150 9000 
11 155 6975 7750 8425 9300 
12 160 7200 8000 8700 9600 


e eae rain ee ral 


Merit pay schedules. Although there is much sound and fury 
about, as the critics phrase it, “paying the teachers what they are 
worth (merit pay), rather than for how many college credits they 
have earned or for how many years they have lived (single salary 
pay),” merit pay schedules have not made much headway. At least 
this is true for public school teachers. Colleges, generally, claim to 
have merit schedules based on categories of positions and merit in- 
crements. Public school teachers have rather consistently and solidly 
opposed merit rating. Both the NEA and the AFT oppose merit pay 
schedules; they do not, however, oppose evaluation. The two terms 
are often confused. Merit rating seeks to compare teachers on some 
scale of values. This scale (or scales) is based on some judgment of 
what constitutes good teaching, and serves to set pay differentials. 
Rating, of course, is involved in evaluation, and can be used with 
or without merit pay. Evaluation, on the other hand, does not in- 
volve measuring & teacher's work in comparison to other teachers. 
Its purpose is to improve the teacher’s performance, to discover 
strong and weak points, and to build upon the one and correct the 


other. Both rating and evaluation involve a large degree of sub- 
jective judgment by the raters. The difference is that merit rating 
is related to salary; evaluation is not. Its purpose is to improve in- 
struction, and this is a crucial difference. 

As a matter of fact, there is much confusion between the two 
terms, and more confusion regarding the difference between a merit 


pay schedule and a single Or preparation-experience schedule. 
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School districts often report having a merit schedule when there is 
provision only for withholding increments, or a penalty clause. So- 
called merit pay schedules usually contain provisions for varying 
the salary to recognize teacher efficiency, as judged subjectively 
(quality of service provision); some kind of penalty provision for 
Service judged unsatisfactory; double increments to recognize su- 
perior service (acceleration); additional increments above the 
maximum for superior teachers (superior-service maximums); or 
multiple tracks on the basis of quality of service with larger in- 
crements and higher maximums for the superior teachers (accelera- 
tion and superior-service maximum). 

College salaries. In the biennial survey of salaries paid to college 
and university teachers, the NEA Research Division reported for 
the school year 1959-60 on the practices of 1,312 institutions, or 
84.2 per cent of the 1,559 institutions asked to participate. Based 
on this sample, the median salary (for a nine-month school year) 
for teachers of all ranks in degree granting institutions was $6711; 
for men the median was $6906, and for women $5865. The median 
salaries for all colleges and universities combined were: for profes- 
sors, $9107 (one-fourth at or above $10,775, one-fourth at or be- 
low $7721) ; for associate professors, $7332 (one-fourth at or above 
$8206, one-fourth at or below $6439); for assistant professors, 


$6231 (one-fourth at or above $6889, one-fourth at or below 
$5589); for instructors 


fourth at or below $4599). 


more than 300 teachin 
$18,000; more than 1,0 
000; 10 per cent of the 
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Natio ducatie Research Divisi i i 
Practices in Universities, Colle i jeges, Tone Paid ARAN 
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1960-R3 (Washington, D.C.: The Association, March 1960), sgap arch RE 
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TABLE 7 


COMPARISON OF MEDIAN SALARIES OF COLLEGE TEACHERS, ALL RANKS, 
y TYPE OF INSTITUTION, AND PuBLIC SCHOOL TEACHERS, 1959-60 


BY Dee oe INsmrOnoN) AD a ene 
Type of Institution Median Salary 
State Universities $7,136 
Nonpublic Universities 7,179 
Municipal 8,042 
Land Grant Colleges 6,984 
State Colleges 6,549 
Teachers Colleges 6,654 
Nonpublic Colleges (over 1,000 enrollment) 6,105 
Junior Colleges, public and nonpublic 6,242 
Public School Classroom Teachers 5,025 


Source: Ibid., p. 9. 


following: 14,000 received less than $5,000 and 22,000 received 
between $5,000 and $6,000; the median salary of assistant profes- 
sors in the small nonpublic colleges was only $4,660; and for in- 


-structors, who usually carry heavy teaching loads, the median salary 


in all types of institutions was only $5,095. 
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CHAPTER III 


Professional and Legal Status 


It was pointed out in Chapter I that the profession of teaching is 
not yet clearly established or fully accepted. The terminology is 
familiar, long-imbedded in custom, and widely used in writings, but 
acceptance of the idea of teaching as a profession is not universally 
embraced even by those who practice it. And general recognition 
of teaching as a profession is withheld by the public, probably as 
much as anything else the natural concomitant of the uncertainty of 
its own membership. This uncertainty is pointed up by Bestor.* 


Educationists are morbidly self-conscious about the standing of 
their profession. They exhort one another to be “professional 
minded” and each feels his pulse from time to time to make sure 
that it has the right professional beat. Beneath it all, however, lies 
a frightened uncertainty concerning the exact nature of a profession 
and a desperate longing for palpable tokens of salvation. 


Obstacles to the Professionalization of Teaching 


Part of the uncertainty regarding professional status arises from 
history and tradition. The close identification with the ministry un- 
til comparatively recent times is one factor. The low economic and 
social status of teachers in early America is another. In some of the 
American colonies, the first teachers were indentured servants. 
Knight refers to the practice of “buying” teachers as well as slaves 
from incoming ships in Baltimore. In fact, the low preparation and 
admission requirements which had obtained since the founding of 
the common schools, and which still persist for public school teach- 
ers in some places, helped to implant in the public mind an image 
of inferiority and ineptness. Not until the educational level of 
teachers began to pull ahead of that of the general population did 
the public concept of teaching begin to change; this development 


has largely taken place in this century. 
1 Arthur Bestor, The Restoration of Learning (New York: Alfred A Knopf, 
1955), p. 269. 
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Low status of elementary school teachers. Probably the greatest 
single obstacle to the achievement of professional status and recog- 
nition has been the inferior role accorded elementary school teach- 
ers. Traditionally, the public thought they needed to know only a 
little more than the little children they taught. Even the teaching 
profession itself accepted or acquiesced in this notion until recent 
years. Only in 1930, did the first state require the bachelor’s degree 
for beginning elementary school teachers; and not until 1948 did 
the profession, through the National Commission on Teacher Edu- 
cation and Professional Standards, enunciate the policy of equal 
preparation standards for elementary and secondary school teachers. 
This policy is not yet fully operative, but it is virtually universally 
accepted. 

Predominance of women in teaching. Another serious obstacle 
to the professionalization of teaching is the predominance of women 
in teaching positions. This has been true of all professions in which 
a relatively large proportion of the Practitioners were women; the 
Teason is, of course, biological and not inferior ability. The inter- 
Tuption of careers, or the termination of them, for child bearing and 
Tearing and family duties, inevitably dictate an in-and-out role for 
women. Not only does this cause instability in the teaching staff, it 
creates other adverse factors. Low pay, large turnovers, a high leav- 
ing rate, pressures for mass production instead of excellence in 
teacher education, and indifference to professional status and 
growth tend to result from the predominance and impermanence 


nother drawback to full professional 
e reluctance of college and university 
hers, or at least to be classified along- 


‘ of the two groups, differences in origin, 
Preparation, and prestige. Generally, the higher education teacher 
categorizes himself as a scholar, or as a mathematician, a scientist, 
a humanist, a historian, and not as a teacher. By regarding himself 
first as a professional in his subject area and only incidentally or 
reluctantly as a Professional in teaching, the College teacher tends- 
to create and Perpetuate a gulf between himself and teachers at the 
lower school levels; there are even such rivalries among the various 
teaching fields. Status schisms between elementary and high school 
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teachers also exist intensely in some countries and to some degree 
in the United States. 


Legal Status of Teaching 


In general, professions are regulated by law or have the sanction 
of law. At least this has come to be true in modern society. It is 
true that with respect to most professions in the United States the 
law tends to vest rather broad powers for self-regulation; yet the 
law of the respective states is the source of this power, and in a 
broad sense this is the regulatory authority. This is a comparatively 
recent development. The preparation for and the sanction to prac- 
tice the professions from their origins to roughly the eighteenth cen- 
tury was casual and largely uncontrolled by society. 

This chapter will seek to examine the extent of legal provisions 
applied to teachers and the extent of self-regulation granted by the 
law. Both will be examined in the light of comparisons to other pro- 
fessions. 

Teaching, as is the case with virtually all professional groups, is 
recognized in the laws of the respective states and is regulated by 
these laws. The difference in the extent of regulation is one of de- 
gree. Typically, public school teaching, because it is a public pro- 
fession in the sense that it is supported by taxation, is regulated 
more directly and in somewhat greater detail than most other pro- 
fessional groups. 

The distinction must be made at this point between members of 
the profession of teaching who are employed in the public elemen- 
tary and secondary schools (including those in public junior colleges 
and state teachers colleges in some states) on the one hand, and 
those employed in private elementary and secondary schools, col- 
leges, and universities (both public and private, with the exceptions 
noted above) on the other. The latter categories have relatively 
few regulatory legal restrictions. As described below, in a few states 
teachers in private elementary and secondary schools are subject to 
some preparation standards through legal certification provisions. 
This is true in cases where the schools in which they are employed 
seek accreditation by the state. Also, most states have some speci- 
fications for chartering a college or university and some provisions 
regarding liability or exemption from liability. In general, however, 
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for teachers in private schools and higher education most of the pro- 
visions in law regarding public school teachers—such as educa- 
tional and personal qualifications, licensure, revocation of licensure, 
retirement provisions, and tenure—are left largely to the regulations 
of the employing schools, which’in turn are governed somewhat in 


these matters by the standards or criteria of the accrediting bodies 
to which they belong. 


Comparisons with Other Professions 


In a study by the NEA Research Division which compared pro- 
vision in the law for teaching with those for five other professions 
(Accounting, Architecture, Law, Medicine, and Nursing) with re- 


spect to two aspects only—certification and the revocation of cer- 
tificates—it was stated: 


Teaching differs fundamentally from the other professions dealt 
with in this report in that teachers are public employees who can be 
effectively driven out of the profession by dismissal from position, 
as well as by revocation of license. Members of other professions 
can be driven out of their professions only by cancellation of their 
licenses. In order to give teachers the professional security and 
continuance in their profession, enjoyed by other professions, they 
need not only sound and well-guarded jegal procedure for reyo- 
cation of licenses but also a like procedure before positions are 
terminated. In other words, teachers need a dual protection, whereas 
the other professions considered ordinarily need only a well-guarded 
protection against improper revocation of license.? 


Since the professions 
licensure (admission to 
pulsion from pr 
these vital mat 
boards and by 


are regulated by the states, the matter of 
practice) and of revocation of license (ex- 
actice) is vested in boards. Professional control over 
ters is usually secured by control of the respective 
Securing legislation Providing that membership be 
acticing members of the professions involved. For 
ofessions except teaching this is the case. Lieberman’s 
analysis (from 1952 data) of the composition of these boards found 
that all or a Majority of the membership of them except for teaching 
ae ete ee Reema Division, Statutory Status of Six 


mae 1 H E 
Association, September 1938), p. 184” aaan (Washington, D.C.: The 
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were members of their respective professions. The listing with the 
number of states providing for professional boards (numbers in 
parentheses refer to states for which information was not available) 
is as follows: Attorneys 48; Physicians 48; Dentists 48; Pharmacists 
46 (2); Optometrists 46 (2); Registered Nurses 44 (1); Barbers 
42 (3); Accountants 41 (5); Beauticians 38 (4); Architects 34 
ae Chiropractors 34 (4); Chiropodists 31; and Teachers 5 
1): 


How Extensive is Professional Autonomy? 


Lieberman also states that “there is no guarantee of professional 
control unless the profession itself has the power either to select 
the board [licensing] members or at least to veto the selection of 
members unacceptable to it. If the members of the licensing board 
are selected without reference to the wishes of the profession, pro- 
fessional control may be lacking.”* 

This contention is borne out by a recent report on the difficulty 
of revoking the licensure of doctors.* In the public mind and in the 
other professions, especially among teachers, an image prevails of 
an all-powerful medical profession that exercises complete control 
over admission to and expulsion from practice. But the magazine 
report referred to reflects a different image, an image of frustration 
and impotency by the profession when it seeks to rid itself of in- 
competents. It is true that a local medical society can drop a col- 
league from the staff of a hospital and debar him from use of the 
hospital, but there is little control over revocation of legal license 
to practice. Denial of the hospital privilege, also, does not appear 
to be as powerful a weapon as has been assumed. The debarred 
doctor can continue to practice and often can find another hospital. 
In many cases the efforts of the medical profession to debar mem- 
bers from practice have resulted in libel and defamation suits, and 
in some instances of court suits to remove the ban. Conviction of 
doctors for criminal offenses or for illegal practice can be handled 


3 Myron Lieberman, Education as a Profession (Englewood Cliffs, N.J.: Prentice- 


Hall, Inc., 1956), p. 95. 
4 Ibid., p. 95. > ; 
5 Milton Silverman, “Can We Get Rid of Bad Doctors?”, The Saturday Evening 


Post, August 5, 1961, pp. 19; 47-48. 
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effectively, but the separation of incompetents from practice is al- 
most impossible. Another fallacy that makes it difficult for the 
medical profession to discipline its members is the popular notion 
that all doctors belong to their medical societies; the fact is that 
many doctors are not members of their city or county medical so- 
cieties or of the American Medical Association. These non-mem- 
bers are, therefore, largely beyond the disciplining powers of the 
medical profession. This report concludes, in effect, that the medi- 
cal profession must seek legislation empowering it to discipline 
its membership or the states will eventually set up their own 
machinery to do so. 

The teaching profession faces the same basic problem as all 
other professions in securing even-handed justice in regard to con- 
tinuation in practice. The problem of assuring admission to practice 
of competent people is difficult enough, but not nearly so difficult 
as that of safeguarding the job equity of the competent and at the 
same time finding effective means for separating the incompetent 
or the unethical from practice; a recognized profession must as- 
sume major responsibility for both. It cannot in good conscience 
or in good faith with the public insist upon the right to protect 
its members against unfair or capricious dismissal practices unless 
it is also willing and able to undertake the onerous task of weeding 
Out the unethical and incompetent practitioners who, in some num- 
bers, get admitted to practice. The teaching profession, as is true of 
all professions, has three weapons with which to approach this 
problem. The first is legal, the sanction of law. The second is those 
legal rights and responsibilities vested in the profession. The third 
H pe PERY voluntary machinery of the organized profession 

elt established specifically to protect and discipline the member- 
ship. The first is the basic law regulating the profession established 
to serve the interests and welfare of society. The sovereign power 
tee veS to regulation of professions is that of the respective 
e a ough their legislatures. But this is not enough. If the 

are vested wholly or largely in legal agencies, as has been 


pointed out above in the discussion of the problems of the medical 
profession, it is inadequate. The law must vest some powers in the 
profession to establish and enforce standards for admission to prac- 
tice and for continuation in practice. And the law must s al out 
the rights and the Tesponsibilities of the profession and its ee 
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Court Cases Involving Teachers 


Legal status of teachers is defined in state law, in the regula- 
tions of state education agencies, in the policies of local school 
boards, and in the interpretations of the courts. Since the legal 
functions of state and local boards are defined by state law and 
constitution, many cases involving teachers find their way to the 
state and federal courts. 

Every year the NEA Research Division compiles a review of 
court decisions pertaining to teachers. During 1960, for example, 
54 cases were reviewed, in which the litigants were teachers or 
other school personnel in the public schools and public colleges 
and universities. These cases arose in 26 states and the District of 
Columbia. Lower state courts decided 25 of these cases; 26 were de- 
cisions of state supreme courts; 1 by a federal court; and 2 were 
rendered by the Supreme Court of the United States. All except one 
of the cases were civil actions. The exception was the case of a 
teacher who had been convicted for contempt of Congress for re- 
fusing on Constitutional grounds to answer questions of the House 
Committee on Un-American Activities. The appeal was successful. 

In order of frequency, the 54 cases involved the following mat- 
ters: tenure, 17 cases; contract, 7 cases; salary, retirement, and 
loyalty questions, 6 cases each; liability for pupil injuries, 4 cases, 
certification, 3 cases; miscellaneous, 8 cases. 

One of the cases reaching the Supreme Court of the United 
States, involved two teachers who objected to a state law, (Arkan- 
sas) requiring them to file affidavits listing all organizations to 
which they had belonged during the last five years. The Supreme 
Court declared the statute to be unconstitutional under the Four- 
teenth Amendment as a restraint on the right of freedom of associa- 
tion. A similar case came from the state of Washington involving 
a state law requiring an oath disclaiming membership or activities 


in subversive organizations and providing for dismissal of an em- 


ployee who refuses to sign an oath. The Supreme Court remanded 


the case to the state court to determine whether the employee was 


~ 6 National Education Association, Research Division, The Teacher's Day in 
Court, Research Report 1961-R7 (Washington, D.C.: The Association, April 
1961), 46 pp. 
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given a hearing to explain or defend his refusal to sign before dis- 
missal. v 

Two cases involved dismissal of teachers, in Pennsylvania and 
New Jersey, for incompetency under the state teacher tenure law 
because of their refusal to answer questions about membership in 
the Communist Party before a subcommittee of the House Un- 
American Activities Committee. The Pennsylvania Supreme Court 
reversed the orders dismissing the teachers on the grounds that the 
teachers were deprived of due process of law in being dismissed for 
using the protections of the Fifth Amendmenf. The New Jersey 
Supreme Court held that the school board’s inquiry of fitness to 
teach should deal only with present membership. 

Of the retirement cases, one involved determination of a bene- 
ficiary, and the others dealt with eligibility of certain school em- 
ployees to be covered by teacher retirement systems, mandatory 
retirement provisions, and means of computing retirement benefits. 


Legal Provisions Regulating Public School Teachers 


Requirements for admission.” In the United States, all states, the 
District of Columbia, and Puerto Rico (for convenience these will 
be referred to as the 52 states) require a legal license to be held by 
all professional personnel in the public schools, generally extending 
from grades 1 through 12. However, 14 states require public nurs- 
ery school teachers to hold certificates; 40 states require teachers 
in kindergartens and 13 states require public junior college teachers 
to be certificated. Four states require teachers in state teachers col- 
leges to have certificates, In addition, 15 states require teachers at 
some school levels or areas, and in some positions in private elemen- 
tary and high schools to hold legal certificates. 
practice among states with respect to private sch 
ever, is to make legal licensure voluntary or to require such licen- 
sure only if a particular school seeks state accreditation. 


Authority for certification. In Virtually all states, the licensing 
body for teachers is the chief st 


j ate education agency, either the state 
board of education or the state department of education (in some 


The predominant 
ool teachers, how- 


a 
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cases it is called the state department of public instruction). In five 
states (Colorado, Indiana, Nebraska, North Dakota, and Puerto 
Rico) some considerable authority for prescribing the requirements 
for teachers’ certificates is retained in law. In all other states almost 
complete authority to set requirements, issue and revoke certificates 
is vested in the state department of education. The law in most 
states granting such authority does specify a few general provisions, 
such as minimum age and citizenship, health, oaths, and special 
courses, such as state history and constitution. With few exceptions 
this is exclusive authority. In the following 10 states the authority 
of state departments of education is shared: (7 share authority 
with cities) Delaware (city of Wilmington) ; Illinois (city of Chi- 
cago); Maryland (city of Baltimore); New York (cities of Buffalo 
and New York); North Dakota (3 cities may issue certificates, but 
only 1 exercises this authority); Oregon (city of Portland); Penn- 
sylvania (county Or district superintendents arè authorized to 
issue emergency certificates of limited duration); 4 share authority 
with state colleges and/or universities (Kansas, Missouri, North 
Dakota, and South Dakota). 

Requirements for certification. In 1961, a total of 44 states en- 
forced the minimum preparation of the bachelor’s degree for begin- 
ning elementary school teachers (see Table 10). Seven states and 
Puerto Rico issue such certificates on less preparation. The seven 
states are: Arkansas, Maine, Montana, Nebraska, North Dakota, 
South Dakota, and Wisconsin. All states except Arkansas enforce 
the minimum of the bachelor’s degree for high school teachers, and 
two states (Arizona and California) and the District of Columbia 
enforce five college years of preservice preparation. In addition, 
nine states (Arizona, California, Connecticut, Indiana, Maryland, 
New York, Oregon, Pennsylvania, and Washington) mandate the 
completion of a fifth year of college preparation for high school or 
elementary school teachers or both within a specified number of 
years of teaching on the initial teaching certificate based on the 
bachelor’s degree. The requirements for administrative, supervisory, 
and special-school-service personnel are somewhat higher. 

Slow development of certification standards. One of the striking 


features of the long struggle of teaching to become recognized as 
scribed levels of prepa- 


a profession has been the lag between its pre: : 
ration for admission to practice and those of the other professions. 
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Teaching is just now Teaching the nearly universal enforcement 
of the bachelor’s degree as a minimum prerequisite. All other pro- 
fessions have long since adopted from four to seven years of under- 
graduate and post graduate preparation. Also, teaching is still 
Struggling to retain a bare legal minimum of professional prepara- 
tion (typically 18 hours for high school teachers—about one- 
seventh of the degree program; and 24 hours for elementary school 
teachers—about one-sixth of the degree program; or about 24 and 
30 hours—or one-sixth and one-fourth respectively of institutional 
minimums), whereas the other professions mandate from one to 
four college years of strictly professional preparation. The relative 


slowness with which teaching has moved toward professional levels 
of preparation is reflected in Table 8. 


TABLE 8 


NUMBER OF STATES ENFORCING THE BACHELOR’s DEGREE REQUIREMENT 
FOR ELEMENTARY AND HIGH ScHooL TE. 


ACHERS, BY DECADES 


NUMBER OF STATES ENFORCING—— 


For Elementary For High School 

Year School Teachers Teachers 
1900 0 7) 

1910 0 3 

1920 0 10 

1930 2 23 

1940 11 40 

1950 21 42 

1960 40* Les 


Four additional States became degree states in 1961. 


** Three states (Minnesota, North Dakota, and South Dakota) reported uncer- 
tainty regarding the year in which the degree requirement was instituted. 


* 
* 
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bia) inaugurated the degree requirement for elementary school 
teachers. By the end of World War I only about 15 states had 
achieved this level. In the years from 1950 to 1961, 23 states moved 
to the degree level because of a concerted drive to move the concept 
of elementary school teaching to the same level of importance as 
that of high school teachers. 

Examination as a part of teacher certification. Examinations are 
closely tied in with admission to most professions. These are quali- 
fying examinations superimposed upon the required number of 
years of college preparation. In teaching such examinations are rare, 
put do exist. South Carolina uses the National Teachers Examina- 
tion (NTE) to qualify teachers after college graduation for a pat- 
ticular grade of initial certificate A, B, C, oF D (geared to a pre- 
scribed salary schedule) —and to permit certified teachers to qualify 
for additional teaching fields or subjects in the high school. West 
Virginia uses the NTE to qualify liberal arts college graduates for 
provisional certificates. The District of Columbia requires a quali- 
fying examination of all candidates for certification and employ- 
ment in addition to the degree requirements. Illinois will certificate 
elementary school teachers on the basis of a qualifying examination 
if they have completed two years of college work. Several states use 
the proficiency examinations to qualify candidates for certain types 
of positions if they already possess a teaching certificate or have 
completed the prescribed college work. Georgia requires passage of 
NTE in addition to six years of college preparation for its six-yeat 
certificate. The Florida Legislature has decreed (effective in the 
school year 1962-63) the use of the NTE or the Graduate Record 
Examination for initial certification and to determine merit salary 
awards for a prescribed proportion of the teachers in each county. 
Hawaii and Maine require an examination in addition to prescribed 
college preparation for administrative certificates. Several of the 
states requiring @ special course, such as state history, accept the 
passage of an examination in the subject in lieu of completing a for- 


mal credit course. : f 
Number of teachers certificates. A chief mark of professions 


other than teaching is the issuance of only one legal license to all 
practitioners—a license authorizing the holder to practice the pro- 
fession. Certification of competence in a particular area of speciali- 
zation is vested in the professional association, which prescribes 
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sp > . : i e 
additional preparation and a qualifying examination for a certificat 
of competence. 


Teaching has not as yet attained this unification. The states issue 
a total of 579 separati 
number issued by the si 
Critics point to th 


g is not recognized as a pole 
merges insists upon a separate certi 
de the unqualified and to gain specia 


pecialization. This practice, say the critics, tends to 
fragment teaching into many sep 
Commission on Te: 


In 22 states,® there are 
employment of teachers who 


: Dakota, Ohio Seissipn, Mirour, 
Pennsylvania, South Carolina, South Dakota, Te: 


kl; 
xas, Utah, Virginja, ° ™® Oregon, 
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states, such teachers may be employed by unanimous vote of the 
board; one state permits employment of a relative if two-thirds of 
the qualified electors of the district vote for his employment; in an- 
other state a relative may be employed if 50 per cent of the electors 
in the district sign a petition approving the employment. These 
provisions do not apply to a teacher already employed by a school 
district when a relative is elected to the board. In 6 states (Illinois, 
Massachusetts, Missouri, New Jersey, New York, and Pennsyl- 
vania) and in the District of Columbia school boards require or 
authorize the appointment of teachers from eligibility lists derived 
from results of examinations administered to candidates. These 
state laws are not state-wide, usually applying only to certain cities. 
In addition, many cities have established rules and procedures for 
selecting teachers, including the use of examinations, even though 
there is no specific grant of authority in the law to do so. 

Quite common a generation ago were laws or local board regula- 
tions requiring teachers to be citizens of the state or residents of the 
employing community. Although a few of these requirements re- 
main in force, the trend is quite definitely toward dropping them. 

In 33 states, there are requirements that teachers sign an oath 
to support the Constitution of the United States and (in most cases) 
the constitution of the state. An oath to refrain from membership 
in subversive groups is required in 14 states; and 10 other states 
have statutes prohibiting membership in subversive groups. Prob- 
ably as a result of the Federal Hatch Act, passed in 1939, many 
states have enacted laws defining restrictions and rights of teachers 
to engage in political activities. 


Protective Employment Provisions in Statutes 


All states but 3 (Utah, Vermont, and Wyoming) have legislation 
regarding teachers’ contracts and their terms. Not all teachers in 
the states having such legislation are covered. While 32 states have 
legislation providing for tenure and tenure-type continuing con- 
tracts, only 25 have legislation state-wide in nature, and seven 
states have laws applicable only in certain places. There are some 
deviations in a few of the so-called state-wide laws. In addition, 12 
states have state-wide continuing contract laws, of which 7 are of 
the limited tenure scope and 5 are of the spring-notification type, 
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Thus, there are 44 states that provide some legal job protection of 
teachers by law. 

A tenure law or continuing contract law of the tenure type speci- 
fies that before dismissal of a teacher, either during or at the close 
of the school year, the teacher must receive notice, a statement of 
the charges, and a hearing. A straight continuing contract law 
simply provides that the contract is in effect for the ensuing school 
year unless the teacher is notified otherwise by a specified date, and 
generally no reason has to be given or hearing held. This is the 
spring-notification type. 

Generally, tenure laws specify a probationary period (three years 
in 32 states) before a teacher is entitled to be considered a tenure 


Minimum Salary Laws 


i A total of 35 States and Puerto Rico have, 
tion, specified minimum salaries whic 
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school districts. Of the 15 states without minimum salary laws, 
regulations with respect to state aid allotments accomplish the same 


objective in several of them. 
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CHAPTER IV 


Social and Economic Status 


The ranking of the professions in modern society tends always to 
involve comparisons of status and of economic returns. Although it 
is a generalization to which there are exceptions, location on the 
status scale tends to be determined in large measure by the latter. 
Therefore, the major emphasis of this chapter will be upon the eco- 
nomic and working conditions which obtain for teachers. But the 
prestige position of any profession cannot be defined wholly in 
terms of economic factors. The indications of public recognition of 
the importance of a professional service are often superficial, or are 
obscured, and therefore misleading. For example, Elmo Roper re- 
ported in 1950 (published in Life Magazine, October 16, 1950) a 
national opinion poll on the ranking of five occupations in the order 
of their importance to society. First rank (by almost one-third of 
those interviewed) was given to teaching. In descending order the 


other rankings were clergymen, public officials, merchants, and 
lawyers. i 


Social Status of Teachers 


The question of the social status of teachers is difficult to define 
precisely. The picture is extremely confused, varying from place to 
place according to community background and customs. The pi 
ture varies, too, with the type of teaching position. As a EAA 
tion, it appears that prestige rank in the public mind is in this 
order: college teacher, high school teacher, elementary = 
teacher. With the growth of urbanization and the conse ae 
moval of the teacher from close, day-by-day contact tees = 
the regard in which teachers are held has become increas} crea 
ficult to pinpoint. There are, to be sure, constant prono eee 
about the indispensable importance of teachers in our tae 
these pronouncements find all too little substantiation 4, 2” zu 
policy. This point is underscored in the President’ cout public 
on National Goals: 5 Commission 
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One way to discover what are considered to be important pro- 
fessions is to ask which professional schools receive highest priority 
in university planning. It would be a rare campus on which the 
school of education ranked first. Yet in terms of our national future, 
teaching is the most important.* 


Stanley has described nine barriers to the professionalization of 
teaching; among them is the relatively low status accorded teach- 
ers as contrasted with that of lawyers, engineers, doctors or business- 
men. “On the contrary,” Stanley says, “teachers are typically re- 
garded, at best, as inexperienced young persons, or as impractical 
idealists, ill-equipped to deal with the substantial realities of world 
affairs.” - 

Unfortunately, data on the social origins of teachers, on their 
socio-economic backgrounds are not extensive. Several studies have 
been made of given populations of teachers, but these are not 
definitive for the whole population. For example, analyses of the 
social origins of teachers in a large industrial city (Detroit) and a 
large state (Texas) have been reported.* These were sampling 
studies and the results inconclusive. The Detroit study reflected 
the great diversity in socio-economic backgrounds of teachers in- 
cluded in the sample. The occupational grouping of the fathers of 
the teachers studied showed that less than 40 per cent were in the 
professional and white collar group, and slightly over 40 per cent 
were in the skilled and unskilled labor group. The Texas study 
found that teachers in that state came predominantly from the 
middle and upper-middle class homes. 

A study of the evaluation of college teaching by 800 college 
students in three colleges placed the work of the college professor 
at the top of 15 high-level occupations. The response was on the 
basis of rating the 15 professions in terms of their desire to enter 
them under ideal conditions.* 


1John W. Gardner, «National Goals in Education,” Goals for Americans, The 
Report of the President's Commission on National Goals, by the American As- 
sembly (Englewood Cliffs, NJ.: Prentice-Hall, Inc., 1960), p. 93. 

2 William O. Stanley, “Barriers to the Professionalization of Teachers,” Social 
Foundations of Education, compiled by William O. Stanley, et al. (New York: 
Holt, Rinehart and Winston, Inc., 1955), p. 591. À . A 

3 Lindley J. Stiles, ed., The Teacher's Role in American Society (New York: 
Harper & Brothers, 1957), Chaps. 2 and 3, pp: 13—41. $ 

4Donald D. O’Doud and David C. Beardslee, “The Image of the College 
Professor, AAUP Bulletin, 47, September 1961, pp. 216-21. 
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Mayer has summed up in severe language his evaluation of the 
status of teachers: 


And among 1,400,000 people [teachers in the United States] 
there are going to be all sorts. There are stupid teachers and bril- 
liant teachers, motherly types, sour spinsters and sarcastic straw 
bosses, dedicated agitators and bedraggled timeservers . . . it 1$ 
important to know that teachers all over the world are drawn mostly 
from the lower-middle stratum of society—from the children of 
farmers, skilled workers and clerks, rather than from the children of 
ditch diggers and doctors. Though the status of teachers is low 10 
nearly all countries, most teachers as individuals have moved up m 
the social scale—and their children . . . will move up further. 


Perhaps, in varying degrees, the same wide-ranging statement 

could be made about most professions. The major difficulty in evalu- 
ating the social origins and status of teachers is the lack of compa- 
rable information regarding members of the other professions. Be- 
cause of the occupational mobility of the American people, their 
freedom to move across social and economic class lines in search of 
satisfactory careers, data on social origins and class backgrounds 
for any one professional group can be significant only in compari- 
son to those of other professional groups. Another means of evalu- 
ating the status of teachers is to examine the class structure within 
the profession itself. The teacher is generally considered to be at 
the bottom of this structure. By contrast, the doctor in a hospital 
ranks highest, yet he is not part of the administrative hierarchy. 
Many view this condition as the most significant indicator of the 
relatively low status of the teacher. We have, however, to examine 
this thesis more critically. Teachers are notably self-reliant and self- 
directing. They tend to regard themselves as in charge of their 
particular tasks and resist over-supervision or minute directions 
from higher authority. The tasks are too complex to be dictated by 
rules and routines. Indeed, this deep-seated conviction of the 
teachers helps to explain their resistance to magic formulas 
miracle plans, and automation in teaching. The significance of hack 
an individualistic approach to their professional duties can easily 
be underestimated in evaluating the status of teachers, 


5 Martin Mayer, The Schools (New York: Harper & Brothers 1961) 3 
x 2p. 19, 
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Economic Status of Teachers 


It is extremely difficult to make precisely accurate and valid com- 
parisons between teachers’ annual earnings and those of other 
professional groups. There are several obvious reasons for this 
difficulty. The length of the working year is one. The lack of 
continuous data for some professional groups systematically col- 
lected and analyzed on a universal sample—data not equally avail- 
able as are those for teachers—is another. Variations in the years 
of preparation enter into the comparisons. There is also the ques- 
tion of comparisons in terms of constant and current dollars. Since 
1939, teachers’ salaries have tended to keep ahead of the increases 
in the cost of living, but they are still far below the levels of re- 
muneration of other professional groups. 

Before making comparisons with other groups, the actual average 
annual salary of teachers and these salaries in terms of purchasing 
power should be examined. The word teacher here includes all 
instructional personnel. 


TABLE 9 


AVERAGE SALARIES OF PUBLIC SCHOOL TEACHERS AND PURCHASING 
POWER OF SALARIES, BY DECADES SINCE 1920 


PURCHASING POWER OF SALARIES 


Average Salary In 1947-49 In 1959-60 
School Year for School Year Prices Prices 
1920-21 $1,091 $1,369 $1,724 
1930-31 1,440 2,143 2,699 
1940-41 1,470 2,406 3,030 
1950-51 3,126 2,876 3,620 
1960-61 5,389 4,250 5,351 


Source: National Education Association, Research Division, Economic Status of 
Teachers in 1960-61, Research Report 1961-R4 (Washington D.C.: The 
Association, 1961), Adapted from Table 30, p. 40. 


Since 1920-21, the teacher’s average annual salary in terms of 
current dollars has gone up about five times, but in terms of pur- 
chasing power only about three times. 

Another means of making a comparative analysis of the earnings 
of public school teachers and other groups is to assign a constant 
index to the former and derive relative indexes for the other groups. 
This is done in Table 10. 
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TABLE 10 


INDEXES OF AVERAGE ANNUAL EARNINGS OF SELECTED GROUPS BASED ON 
SALARIES OF PUBLIC SCHOOL TEACHERS, RY DECADES SINCE 1930 


Civilian 
Teachers All Employ- 
Estimated. Persons Employ- ees of NONSALARIED EROFESSIONA 
Calendar- Work- eesin Federal PRACTITIONERS: 
Year ing for Manu- Govern- sS 
Year Salary Wages facturing ment Dentists Lawyers Physicians 
1930 100.0 96.0 104.4 124.1 282.1 364.5 341.8 
1940 100.0 89.7 98.8 130.6 228.6 310.8 306.3 
1950 100.0 98.6 108.2 114.9 243.8 273.7 404.1 


1960 100.0 90.4 102.3 
ye N] O MAA 2 ee 


Source: National Education Association, Research Division, Economic Status of 


Teachers in 1960—61, Research Report 1961-R4 (Washington, D.C.: The 
Association, 1961), Adapted from Table 32, p. 42. 


The NEA Research Division in the study cited above compared 
the average earnings of teachers with those of all professional, 
technical, and kindred workers for the year 1958 as follows: 


All professional, technical and kindred workers 


$5,906.00 
Public school teachers (all instructional staff) 4,122.00 
Educators in colleges and private schools 4,967.00 
All educators (in all types of schools) 4,273.00 


Comparisons with 17 Other Professions 


Because about 40 per cent of the workers in occupations classed 
by the Census Bureau as professional, technical, and kindred work 
are engaged in occupations that do not require college graduation, 
the figures above are not too meaningful. Thus, comparisons were 
made with 17 professions which require the bachelor’s degree or 
higher for admission to practice. The 17 categories of professional 
workers were architects, chemists, clergymen, dentists, dietitians, en- 
gineers, foresters and conservationists, lawyers and judges, librari- 
ans, natural scientists, optometrists, osteopaths, pharmacists, physi- 
cians and surgeons, social and welfare workers, social scientists, and 
veterinarians. The average earnings in 1958 of all workers in these 
fields were $8,516.00; of those with four years ofmcoleee 
$9,008.00; of those with five years or more of College, $19 664 ie 
For all public school teachers, the average earnings jn 1958 DA 
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$4,122; for those with four years of college, $3,827; and for those 
with five years or more of college, $5,373. 

The predominance of women in teaching doubtless contributes 
significantly to the comparatively low earnings of the total group. 
Lower pay for women than for men characterizes the other pro- 
fessions also, but there are relatively few women in the 17 other 
professional groups. For example, in 1958, women constituted 
70.9 per cent of all instructional personnel in the public schools, 
but only 8.5 per cent of the membership of the other 17 professions. 
Also, only 53.3 per cent of the teachers worked 48 weeks or more 
in 1958, whereas 92.9 per cent of the workers in the other profes- 
sions did. In 1958, the average earnings of all public school teachers 
were only 51.1 per cent of the average earnings of the 17 other 
professional groups. The average earnings of women teachers in 
the public schools were 94.9 per cent of the average earnings of 
women in the other 17 professional groups. But for men teachers, 
average earnings were only 57.6 per cent of those of men in the 
other groups. 


Still another significant comparison of the economic status of 


teachers with other professional groups is starting salaries. Endicott® 


reported average starting salaries, for men college graduates in 
1961 as follows: 


Field June 1961 Graduates June 1960 Graduates 
Engineers $6,240 $6,120 
Accountants 5,496 5,352 
Sales 5,412 5,280 
General Business Trainees 5,268 5,136 
Average All Fields 5,640 ax 


By comparison, the median starting salary of teachers with the 
bachelor’s degree in 1960, in cities in the population group 30,000 
to 100,000 was $4,250. 


Current Salary Status of Teachers 


Teachers’ salaries (total instructional staff) have shown steady 
gains in the past decade, rising at an average annual rate of 5.6 
6 Frank S. Endicott, “Trends in the Employment of College and University 


Graduates in Business and Industry, 1961,” Fifteenth Annual Report (Evanston, 
Illinois: Northwestern University, December 1960), p. 10. 
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per cent. The estimated average salary in 1960-61 ($5,389) rep- 
resents an increase of 72.4 per cent over the 1950-51 average 
($3,126). In terms of purchasing power, however, the gain was 
about 48 per cent. For classroom teachers, the estimated average 
salary in 1960-61 was $5,215, or 97 per cent of that of the total 
instructional staff; for elementary school teachers, the estimated 
average was $5,034, for high school teachers, $5,500. There has been 
a steady closing of the gap between the pay of elementary and high 
school teachers in the last decade. In 1950-51, elementary school 
teachers’ average pay was about 82 per cent of that of high school 
teachers; in 1960-61, it was about 92 per cent. These gains for 
elementary school teachers reflect, of course, two basic factors: (1) 
the almost universal adoption of the single salary schedule; and 
(2) the requirement of the bachelor’s degree for elementary school 
teachers. In 1961, only 7 states and Puerto Rico required less than 
college graduation for regular, initial certification for elementary 


school teachers. In 1950-51, only some 20 states had reached the 
degree minimum. 


Nonwage Benefits 


The so-called “fringe benefits” or nonwage benefits have come 
to be an important consideration in the economic status of industrial 
employees. Adoption of these provisions for teachers has emerged 
more slowly, but now appears to be on the way to becoming uni- 
versal practice. However, fringe benefits for teachers have lagged 
even more than salary adjustments. Nonwage benefit provisions are 
essential to a satisfactory climate in which teachers can perform 
services at professional levels. 

Retirement provisions. Perhaps foremost among the nonwage 
€conomic considerations which tend to increase the attractiveness 
of teaching as a lifetime career is that of adequate retirement plans. 
Presently all states have established state-wide retirement systems 
for public school teachers. Development of such plans is compara- 
tively recent. Plans for municipal employees (firemen and police- 
men, for example) were developed much earlier. Apparently, the 
first Tetirement plan for teachers was the Old Age and Disability 
and Annuity Association, founded in New York City in 1887, with 
no support from public funds. Similar associations were subse- 
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quently established in Baltimore, Boston, Cincinnati, Philadelphia, 
and the District of Columbia. The first state-wide system was estab- 
lished in New Jersey in 1896. As a general rule, as state systems 
were established, the existing city systems were absorbed into the 
state plans, but 23 cities still have their own separate systems 
(Atlanta; Baltimore; Boston; Chicago; Denver; Des Moines; 
Detroit; District of Columbia; Duluth; Kansas City, Kansas; Kansas 
City, Missouri; Knoxville; Los Angeles; Memphis; Milwaukee; 
Minneapolis; New Orleans; New York; Omaha; St. Louis; St. 
Paul; San Francisco; Wilmington). For the most part, state retire- 
ment systems have been developed since 1930; there were only 22 
state systems in that year. 

Amendments to the Federal Social Security Law in 1950 and 
1954 made it possible for states to combine their retirement benefits 
with those of social security. In 1961, a total of 38 states have 
made it possible for their teachers to benefit from both systems. 

Provisions of state retirement systems. The provisions of the 
state retirement systems vary widely. Virtually all specify a mini- 
mum age of retirement. Age 60 is the typical minimum age; some 
specify 65; and some permit retirement with benefits at 50 or 53; 
and some permit retirement at any age upon completion of a speci- 
fied number of years of teaching service. Also, some permit retire- 
ment below the specified minimum age for full benefits by providing 
a percentage reduction in the full benefits for each year below the 
minimum years of service. Many states also specify a maximum age 
beyond which the teacher cannot serve; it is usually 70. Most 
systems provide optional benefits by which the retiree can draw 
benefits during his lifetime, or may elect to draw reduced benefits 
which continue to accrue to his beneficiary. 

The benefits provided by state teacher retirement systems also 
vary widely. It is impossible to pick a typical example. Below is 
given the schedule of benefits of one of the more liberal systems. 
The benefits are calculated on the basis of .02 times the average 
annual salary for the 10 highest of the last 15 years of service times 
the number of years of service. 

Retirement systems are, of course, financed jointly by the em- 
ployer and the employee. Teachers usually contribute four or five 
per cent of their salary, which is segregated in their individual 
accounts. This account earns interest, and should the teacher leave 
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TABLE 11 


MONTHLY BENEFITS IN A STATE TEACHER RETIREMENT SYSTEM, 
BaseD Upon VARIABLE SALARY AND SERVICE FACTORS 


BENEFITS ACCORDING TO 
aR na bite exe YEARS OF SERVICE i 65 
3 Age 62 Age 6 
Gae i ce ie (38 years (4 J aa 

10 years) of service) of service) of service 
$2400 $ 80.00 $152.00 $1640 
4200 140.00 266.00 AIRO 

4800 160.00 304.00 328. 
6000 200.00 380.00 410.00 
7200 240.00 456.00 492.00 
7800 260.00 494.00 533.00 


the system the amount paid in plus interest may be withdrawn, or 
if the teacher dies the amount paid in plus interest are payable to 
the designated beneficiary. One of the great handicaps is that no 
workable, universal plan for providing for reciprocity among state 
Tetirement systems has been developed. This acts either to limit 
teachers moving across state lines or, if they do move, to decrease 
seriously their retirement benefits. 

One advantage accruing to teachers in states whose retirement 
systems are integrated with social security is that the benefits of the 
latter are not affected by transfer to other states. Social security has 
no compulsory retirement age, but one can retire at 65 with full 
benefits and at age 62 with reduced benefits. Also, only 16 state 
Tetirement systems provide the benefits for survivors which social 
security does. 

The social security benefits under the amended act of 1961, 
which are available to teachers in states where retirement systems are 
combined with social security (in addition to state retirement_sys- 
tem benefits) are as follows: the minimum mont 
retiree at age 65 is $40 (at age 62 
at 65, or $101.60 at age 62. For a couple, the minimum at age 65 
is $60 and the maximum is $190.50. The maximum for couples at 
age 65 with one or more children is $254. 

Insurance for teachers. In recent years, protective services for 
teachers in the form of various types of group insurance have grown 
in popularity. Types of group insurance which are now available to 
teachers through their school district or their professional organ- 
izations are accident, health, hospitalization, surgical, life, and 


hly amount for any 
, $35). The maximum is $127 


= 
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personal liability. Table 12 below lists the various types of insurance 
available to teachers, and the methods of cost sharing, in 426 
school districts of 30,000 or more in population. 


TABLE 12 


TYPES OF INSURANCE PROTECTION FOR TEACHERS IN 426 SCHOOL 
Districts OF 30,000 or MORE PopULATION, 1955-56 
COST BORNE BY 
—(NUMBER OF SCHOOL DISTRICTS }—— 


Shared by 
No.of Per Cent of By School Teacher and 

Type of Districts Districts By Teacher District School 
Insurance Providing Providing Exclusively Exclusively District 
Accident 346 81 275 52 19 
Health 353 83 337 4 12 
Hospitalization 411 96 385 9 17 
Surgical 371 87 349 8 14 
Life 163 38 116 11 36 
Liability 174 41 a 101 12 
Other 72 17 s 18 5i 2 


Source: National Education Association, Research Division and American Asso- 

ciation of School Administrators, Insurance and Health Protection for 

Teachers, Educational Research Service Circular, No. 5, 1956 (Washing- 
ton, D.C.: The Association, May 1956), Table A, P. 2. 


From Table 12 it is apparent that hospitalization insurance is the 
most frequently provided (96 per cent of the districts) but only 
nine districts pay the full cost. By far, the type of insurance for 
which districts tend to pay the full cost is personal liability against 
damage suits arising from pupil injuries. Nearly one-fourth of the 
districts bear the entire cost of this type’ of insurance for their 
teachers. In addition, most of the state education associations, to 
which about 92 per cent of the 1,545,549 instructional staff mem- 
bers of the public schools belonged in 1961, make available group 
insurance for their members on a voluntary basis with each member 
paying the cost. The types of insurance and the number of state 
associations providing each are: Life (24); Hospital and Surgical 
(29); Income Protection (32); Automobile (23); Liability (16). 

The NEA also inaugurated a voluntary group term-life insurance 
program for its 765,616 members in 1961. 

Leaves of absences. Most public school districts, nonpublic 
schools, and higher education institutions now have stated policies 
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with full pay, partial pay, or no pay, for various types of sae 
leaves; the most common of which are sick leave, maternity leav : 
professional growth leaves, and sabbatical leaves. Although some o! 
the smaller school districts make no provision for leaves with Pay 
because of illness, the trend is toward universal coverage in Ta 
cases. An analysis of the practices of 3,843 school districts of 250 
or more population revealed that 98 per cent provided sick mets 
with full pay for a specified number of days. Only 17 districts ae 
no policy of pay for sick leave. The median number of days wee 
with full salary was 10; the Tange was from less than 5 days to 3 
or more; and about 9 of 10 districts permitted accumulation of sick 
leave from year to year, the range being from about 10 days to 
200 or more.? 

As a general rule, maternity leave is granted without pay, but 
the job rights of the absent teacher are protected. In 1955-56, 67 
per cent of the districts in the study referred to above provided for 
maternity leave. There was a time when the employment of married 
women by school districts was frowned upon. Ninety-six per cent 
of the districts included in this study employed married women. 

The practice of granting sabbatical leaves, a common practice 
among colleges and universities, has been growing among public 
School districts in recent years. A sampling study® revealed that 
three-fourths of the school districts and colleges surveyed, more 
than one-fifth of the state departments of education, and 12 per 
cent of the state education associations had provisions for sabbatical 
leaves. In school systems, typical pay for sabbatical leave is half 
salary; in colleges (71 per cent) it is full pay. The leave period is 
a semester or a school year. 

Other types of teacher leave 


Visiting other schools (66 per 
(69 per cent), community service (33 per 
(47 per cent), jury duty (40 per cent), Nat 


a 

1 National Education Association, Rese 
tices, Urban School Dist 
Association, 1956), 34 pp. 
: 8 National Educati » Research Division, “Sabbatical Leave Prac- 
tices of Representative Educational 


t Agencies,” Research Memo 1960-22 (Wash- 
ington, D.C.: The Association, July 1960), p. 53. ; 


cent), court summons 
ional Guard or reserve 
s arch Division, Teacher Personnel Prac- 
ricts, 1955-56, Special Memo (Washington, D.C.: The 
on Association, 
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military duty (37 per cent), death in immediate family (94 per 
cent), religious holidays (36 per cent), miscellaneous reasons (19 
per cent). 


TABLE 13 


REASONS FOR WHICH TEACHERS May BE ABSENT FOR SPECIFIED PERIODS 
WrrHour Loss oF FuLL Pay, IN 383 ScHooL DISTRICTS OF OVER 
30,000 POPULATION IN 1955-56 


Number of Per Cent of 
Reason for Absence Districts Districts 
Visiting other schools 253 66 
Attending educational meetings 264 69 
Community service 125 33 
Court summons 181 47 
Jury duty 153 40 
National Guard or reserve military duty 140 37 
Death in immediate family 361 94 
Religious holidays 138 36 
Miscellaneous reasons 72 19 


eg sons to renee are 
Source: National Education Association, Research Division and American Associ- 
ation of School Administrators, Leaves of Absence Regulations for 
Teachers, 1955-56, Educational Research Circular, No. 7, 1956 (Wash- 
ington, D.C.: The Association, August 1956, p. 3, Adapted from Table B. 


Credit unions. Another kind of nonwage benefit now widely pro- 
vided for teachers is the credit union. The purpose of credit unions 
is twofold: (1) to encourage habits of savings and investment; and 
(2) to provide loan service to members at lower rates of interest 
then are usually obtainable from commercial lending agencies. 
Teachers may invest their savings and receive interest on them from 
their credit union, which provides a pool from which they and their 
colleagues may borrow. 

In 1961 in the United States, there were credit unions in 1,173 
school systems and 177 in colleges. The aggregate membership of 
these educational credit unions probably exceeds 750,000 teachers. 

Homes for retired teachers. Still another nonwage benefit that 
is growing in popularity and availability for teachers is the develop- 
ment by local, state, and national education association groups of 
homes for retired teachers. While this movement is in its infancy, 
it is beginning to gain momentum. Increasing attention is being 
given to the needs of the aged (or senior citizens) because of the 


growing proportion of our population in the retired age brackets. 


Federal loans at low interest rates and certain tax exemptions have 
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given impetus to the trend. Private agencies have acquired com- 
mercial hotels for exclusive occupation by retired people. Several 
large colonies, even whole cities in fact, have been built for retired 
people. Buildings, equipment, community shopping, and recre- 
ational facilities have been designed according to the especial needs 
of the retired. Teachers are now just beginning to achieve retirement 
benefits which enable them to be self-supporting and to afford 
adequate housing, on a group basis, in climates congenial to the 
aged. Thus, the possibility of development of retired homes or 
colonies for teachers on a self-supporting basis is now a reality. 
The appeal of the special homes or colonies for particular occu- 


pational groups arises from several considerations. The desire to be 


self-reliant and not to be dependent upon relatives is one; the 
choice of a congenial climate, 


another. But, perhaps most of all, the 
desire of people to live in Tetirement among kindred spirits, among 
people who have spent their lives in the same occupation is a com- 
pelling reason for the growing popularity of the homes. Being cut 
off suddenly from the daily routine of active employment comes as 
a great shock to most retirees, but being shut off from one’s long- 
time associates is an even greater shock. 

The National Association of Retired Teachers has developed a 
colony at Oja, California and a recreation center at Clearwater, 


Florida. Presently the Capacity of both are relatively small. But 
doubtless other facilities will b 
associations, notably Birmingham, Alabama; Portland, Oregon; 


; and Seattle, Washington 


members already in Operation. And several states 
f such homes. 
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as much as salaries. It is obvious that both teachers’ salaries and 
nonwage benefits must be stepped up drastically to compete for 
qualified personnel. 
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CHAPTER V 


Professional Organizations 


A distinctive mark of all professions is the formation and mainte- 
nance of an all-inclusive association for their members. This 
tendency to band together probably arose out of the guild system 
of the Middle Ages, which assumed the responsibility not only for 
the preparation of members, but for their welfare as well. 

The basic function of any profession is to provide the specialized 
service which society has entrusted to it at the highest possible levels 
of competence. To perform this function, it is essential that the 
group join in a professional association in order to exercise some 
controls over preparation and admission, to exchange knowledge 
and experience among practitioners, to protect society from in- 
competents, to shield its members from competition of the unquali- 
fied, and to elevate the character and service of the profession. 

Thus, a general association is basic, and specialized associations 


within the framework of the general association are essential to 
professional growth. 


Number and Scope of Teachers’ Professional Organizations 


Teaching is not only the largest of all professions in terms of the 


numbers of members engaged in practice, but it also is the largest 
in terms of the numbers of professional associations to which its 
members belong. No other profession compares with teaching in the 


number of professional organizations supported by it. Probably 
teachers’ organizations outnumber thos 


e of all other professions 
combined. 

The Education Directory’ published annually by the U.S. Office 
of Education, Teports that there are more than 1,300 educational 
associations of one kind or another. It is true that some of them are 
Not individual membership organizations, Some are honor or recog- 
nition societies; some are educational foundations; some are institu- 


a » Education, and Welfare, Edu- 
cation Associations, Educatj, i , 1960-61, Part 4 (Washington, D.C.: 
fice, 1961, 128 pp. 
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tional membership bodies; and some are international bodies, but 
at least 1,000 are individual membership organizations for SNES. 
This number does not include the vast number of local associations, 
the exact number of which is not known. About 7,500 local edu- 
cation associations are affiliated with the National Education As- 
sociation. Table 14 indicates the numbers and categories of educa- 
tional associations. 


TABLE 14 
NUMBERS AND CLASSIFICATIONS OF EDUCATION 


ASSOCIATIONS, 1959-60 


Number of 
Classification Associations 
National and Regional Associations 552 
National College Professional Fraternities 
Honor and Recognition Societies 152 
All-inclusive State Education Associations 62 
Other State-wide Associations (usually af- 
filiated with state education associations) 461 
National and Regional Foundations (pri- 
marily educational in purpose) 71 
Religious Education Associations 14 
International Education Associations 40 
Total 1,352 


Source: Office of Education, U.S. Department of Health, Education, and Welfare, 
Education Associations, Education Directory, 1960-61, Part 4 (Wash- 
ington, D.C.: Government Printing Office, 1961, 128 pp- 


The teaching profession is unique in that there is no one all- 
inclusive, general association at the national level to which all 
teachers belong or acknowledge. Perhaps none of the professions 
has a national association to which all members belong, but all have 
one such association which all members recognize and accept as the 
association of the profession. For teachers, there are many compet- 


ing organizations. This fragmentation arises in part from the great 
ms of teaching levels (ele- 


numbers of specialties in teaching, in ter: 
mentary, high school and college) and of teaching fields; and in 
part from the status classifications which adhere to the different 
specialties. There are, of course, specialties in all professions, some 
with greater prestige than others. But all members of the other 
professions manage to cluster around the common objectives and 
accept a common general association, with subdivisions or separate 
organizations catering to the interests of the several clusters of 


specialists. 
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For public school teachers, the National Education Association 
comes closest to being the acknowledged all-inclusive national pro- 
fessional organization. But its membership (763,000 in 1960-61) 
is only about 50 per cent of the teachers employed in the public 
schools; and probably fewer than 10 per cent of college teachers 
belong to the NEA. There is keen competition for national affili- 
ation in terms of the total teaching profession. The American 
Federation of Teachers is one competing group (estimated mem- 
bership in 1959-60 of about 60,000). The American Association 
of University Professors (membership in 1959-60 of 42,000) is 
another. And the many national associations of the specialties 
(teaching field or subject areas) constitute another, although these 
are limited membership associations. The association with the larg- 
est membership, and which most nearly approaches the ideal of the 
all-inclusive organization, is the state education association. The 64 
State education associations include in their combined memberships 
more than 90 per cent of the employed public school personnel. 
The NEA and its affiliated 64 state education associations encom- 
pass in their memberships 9 in 10 of all public school teachers and 
can be validly considered the unified voice of this group. 

If the memberships of the specialized departments affiliated with 
the NEA (about 340,000 in 1960-61) were added to that of the 
NEA, the combined membership would be more than 1,200,000 
or about 80 per cent of the public school personnel in the United 
States. But there are, of course, many duplications in the two types 
of membership, although it is not mandatory for members of NEA 
departments to be members of NEA. A need for a universally ac- 
cepted organization obtains also for college teachers. In 1960, the 
membership of the American Association of University Professors 
was 42,000 out of an estimated total of from 300,000 to 350,000 
professional personnel employed in higher education. The largest 
of the Specialized associations for public school teachers is the 
rane for Childhood Education International (membership 
hae! ee the NEA departments the Music Educators 

ence (membership 34,211) and the National Re- 


tired Teachers Association (membership 175,000). Among the 
oa college associations, the largest is the aggregate mem- 
ership of the 30 Societies of the American Council of Learned 


Societies (a total membership of 76,997), with the largest of the 
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constituent societies being the American Economics Association 
(membership 14,018). 

Table 18 indicates the extent of known membership in teachers 
professional organizations. It should be noted that the total mem- 
bership in this table probably is not more than one-third to one-half 
of the numbers of teachers who belong to professional associations, 
since the membership of the 461 state-wide associations affiliated 
with state education associations and that of the thousands of local 
education associations are not included. No membership data are 
available for these associations. Considering duplications in mem- 
bership among the organizations, it seems reasonable to estimate 
that almost every person engaged in teaching in the United States 
belongs to one or more professional associations, and that the typi- 
cal public school teacher belongs to three general associations (local 
education association, state education association, and the National 
Education Association) and to at least one specialized association, 
either state or national. 

The typical college teacher, apparently, belongs to no all- 
inclusive association (since the combined membership of the AAUP 
and the Association for Higher Education of the NEA aggregate 
only from one-fifth to one-sixth of all college teachers) but belongs 


to one specialized association. 


TABLE 15 


ACTUAL AND ESTIMATED MEMBERSHIPS OF MAJOR PROFESSIONAL 
ASSOCIATIONS OF TEACHERS, 1959-60 


1959-60 
Professional Association Membership 
American Association for the Advancement of 
Science (18 sections) 60,168 
American ‘Association of University Professors 42,000 
‘American Federation of Teachers 60,000* 
Association for Childhood Education International 90,000 
Constituent Societies (30) of the American Council 
of Learned Societies x 76,997 
Independent Departments, Affiliated with the NEA 338,871 
National Council of Teachers of English A0 
National Education Association TDO 
Phi Delta Kappa 1,317,696 


Sixty-four State Education Association 
* Estimate 


Source: Official publications of the above organizations. 
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General Associations 


State education associations. The 64 state education associations 
affiliated with the NEA have perhaps contributed more to the de- 
velopment of the American system of free, universal, public edu- 
cation than any other organized influence. Since education is a state 
responsibility, it is within the respective states that legislation must 
be sought for improvement of the schools and of teacher welfare. 
The associations have been the leaders in the effort to increase 
financial support for the schools, in upgrading standards for ad- 
mission to teaching, in securing legislation protecting teachers and 
fair treatment for them, in securing larger and more effective school 
districts, and in equalizing educational opportunities. 

Alabama had the first formally organized (1840) state education 
association (reorganized in 1856). The New York State Association 
(now New York State Teachers Association) is the oldest state 
organization in continuous existence. Eighteen of these state as- 
sociations were in existence when the NEA was founded in 1857. 
Presently, there are associations in all 50 states (with two associ- 
ations in 12 states), in the District of Columbia and Puerto Rico. 
In addition, there is an Overseas Education Association, affiliated 
with the NEA, which includes teachers in the dependent schools 


maintained in foreign countries for American children of military 
personnel. 


National All-Inclusive Associations 


The three national associations for teachers are the American 
Association of University Professors, the American Federation of 
Teachers, and the National Education Association. The first is the 
general association for college teachers; the last two cater largely 
to public school personnel, although membership is also open to 
college people. Of the three, only the NEA is all-inclusive, since all 
professional school personnel may join. The AAUP membership 
1s restricted to college teachers, and the AFT bars administrators 
from membership. The NEA Department of Classroom Teachers is; 
also, a general association for teachers only, but it serves only NEA 
members. No dues beyond the NEA membership fee are required, 
and any classroom teacher who belongs to the NEA is considered 


PROFESSIONAL ORGANIZATIONS 71 


an automatic member of the DCT. On this basis, the DCT estimates 
that about 85 per cent of the NEA membership is eligible for its 
services. 

The NEA Department of Kindergarten-Primary-Elementary Edu- 
cation could also be considered as a general education for teachers 
of these school levels. In like manner, the Association for Child- 
hood Education International is a general association of teachers 
working in early childhood education. A brief description of these 
general associations is given below. 

The National Education Association. The NEA is the only truly 
all-inclusive professional organization for members of the teaching 
profession. Its membership is open to teachers, administrators, and 
special-school-service personnel at all school levels, in all types of 
schools—public and private, early childhood schools, elementary 
schools, secondary schools, colleges and universities, as well as to 
professional personnel of governmental education agencies, edu- 
cation associations, and of private or commercial education agencies. 

The growth of the National Teachers Association was slow. In 
1870, the National Association of School Superintendents (now 
AASA, an NEA department) and the American Normal School 
Association (now AACTE, another NEA department) merged with 
the National Teachers Association to form the National Education 
Association in 1870. In 1906, the NEA was chartered by an Act 
of Congress; its name was changed to the National Education 
Association of the United States; and a twofold purpose was set 
forth in the Charter: (1) to elevate the character and advance the 
interests of the profession of teaching; and (2) to promote the 
cause of education in the United States. Until 1866, when women 
were admitted to membership, the NEA was strictly a man’s organ- 
ization, dominated by school administrators and college personnel. 
In fact, it continued to be dominated by them until the second 
decade of this century. In 1920, the NEA was reorganized along 
atic lines to open membership to all teachers. The 
Representative Assembly was created and provided representation 
from affiliated local and state associations on the basis of member- 
ship. So drastic a change in structure involved some bitterness on 
the part of the “Old Guard” which had dominated the organization 
from its inception. But the reorganization came as a result of 
natural pressures, new problems, and the aspirations of the rank 


more democr 
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and file of teachers to achieve better salaries and working con 
tions, demands with which the then established leadership appeare! 
unequipped to deal. 
Perhaps the most impressive change has been that of the NEA’s 
membership growth. Table 16 reflects this growth by decade. 


TABLE 16 


MEMBERSHIP OF THE NATIONAL EDUCATION ASSOCIATION 
BY DECADES, 1870-1960 


NEA NEA | 
Year Membership Year Membership 
1870 170 1920 52,850 
1880 354 1930 216,188 
1890 5,474 1940 203,424 
1900 2,332 1950 453,797 
1910 6,909 1960 713,994 


Source: National Education Association, Handbook for Local, State, and National 


Aesoriations, 1961-62 (Washington, D.C.: The Association, 1961), 
p. 318. 


Effective in 1964, all new applicants for membership in the NEA 
must have completed at least the bachelor’s degree. 


In 1962, the NEA had a membership of about 815,000. It and 
its affiliated departments employ about 1,000 persons. The NEA 
Representative Assembly, which meets annually the last week in 
June, consists of about 6,000 delegates. 

Structure of the NEA. The legislative or policy-making body is 
the Representative Assembly. The governing bodies are the Board 
of Directors, the Executive Committee, and the Board of Trustees. 

The structure of the NEA consists of 73 units as follows: 13 
headquarters divisions, 33 departments, 26 committees and com- 
missions, and one council. The divisions are permanent organ- 
izations with full-time staffs and are financed by the NEA. 

The departments (with two exceptions) are independent units, 
Supported by the dues of their members and having their elected 
executive committees or governing boards, The two dependent de- 
partments—dependent in the sense that they are supported wholly 
by NEA appropriations—are the Association for Higher Education 
and the Department of Classroom Teachers, They, too, have elected 
Policy-making executive committees. Several of the other depart- 
ments receive some financial assistance from the NEA, but are 
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supported largely by the dues of their members. Except for the two 
dependent departments, only the members of the executive com- 
mittees of the departments are required to be NEA members. De- 
partments are created by the NEA Representative Assembly to 
serve some special phase of educational interest or concern. 

Committees and commissions are also created by the Representa- 
tive Assembly to perform specified tasks. In general, commissions 
are permanent organizations with full-time staffs, while committees 
are not necessarily permanent in nature and some do not have 
staffs. 

Services of the NEA. The services provided by the NEA for its 
membership are far-ranging, and difficult to describe in general 
terms. One of its two major functions, as listed in the Charter 
granted by Congress, is “to promote the cause of education in the 
United States.” Although no precise data are available, it is likely 
that the NEA devotes the major part of its resources to this ob- 
jective. Its Research Division provides the profession and public 
with up-to-date information on every phase of education. The 
Division of Legislation and Federal Relations and the Legislative 
Commission concentrate upon securing federal legislation to ad- 
vance the cause of education and to defeat proposed legislation 
deemed unfavorable to educational progress. The Press and Radio 
Division directs information about the schools to the public, 
through the press, periodicals, radio and television. It produces an 
annual series of films on school problems and procedures, which are 
shown by virtually all television stations. In fact, practically every 
unit of the NEA devotes much of its time and resources to extend- 
ing educational opportunity and to the upgrading of the quality of 
education. 

In the second of its major functions—“to elevate the character 
and advance the interests of the profession of teaching’—the NEA 
Operates on a broad front. The National Commission on Teacher 
Education and Professional Standards works to raise standards of 
Preparation and certification to recognized professional levels. The 
Department of Classroom Teachers seeks to upgrade the conditions 
of work for teachers, and to involve every classroom teacher in 
Professional growth programs. The National Commission on Pro- 
fessional Rights and Responsibilities seeks to protect schools from 
Unfair attacks and teachers from unjust treatment or dismissal, as 
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well as the disciplining of members for incompetent or unethical 
practices. It seeks to stimulate enactment of tenure laws. The Com- 
mittee on Professional Ethics seeks to establish one, universally ac- 
cepted code of ethics for the profession; it issues periodic interpreta- 
tions of the various sections of the code. The Salary Consultant 

- Service is provided state and local education associations in the 
attempt to secure the adoption of adequate salary schedules, either 
by state law, by state appropriation, or by local school board poli- 
cies; and a National Salary School is conducted annually. Consul- 
tative services are also provided in other areas of teacher welfare: 
In 1961, the NEA inaugurated a term-life insurance program for its 
members. Its joint National Council on Teacher Retirement seeks 
to cover every teacher with adequate retirement plans. The Na- 
tional Retired Teachers Association serves retired members in the 
areas of insurance, medical and hospital coverage, and homes for 
retired teachers. The Citizenship Committee seeks to encourage 
teachers to exercise their full rights as citizens, both as voters and 
as holders of public office. The Division of Travel Service conducts 
organized educational tours for teachers in all parts of the world. 
The NEA’s joint committees (with magazine publishers, American 
Legion, National School Board Association, National Congress of 
Parents and Teachers, Textbook Publishers, the American Medical 
Association, and the American Library Association) are all aimed 
at cooperative approaches to the improvement of schools and 
school services. 

Professional growth. A major aspect of the services of the NEA 
and its affiliated departments assisting the continuous in-service 
growth of teachers. In general, the departments are special interest 
eae at that is, they serve to improve the quality of per- 
gional or national meetings fs eth ee ae ewe s 

> , the basic purpose of which 1$ 


the exchange of ideas regardi 7 
t i e garding content and i ures 
in their specialized fields. In this sense, E Pe 
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sional journals, and about 300 other publications—books, periodi- 
cals, newsletters, research bulletins, memos, and abstracts. 

The American Federation of Teachers. Organized in 1916, the 
AFT is an affliated, international union of the American Federa- 
tion of Labor—Congress of Industrial Organization. The AFT con- 
sists of a state federation in most of the states and about 450 locals. 
throughout the United States. The locals are affiliated with their 
local and state labor organizations. A minimum of 7 teachers 
(public school or college) is needed to form a local. Dues are de- 
termined by each local federation, but must include local, state, and 
national affiliation. National dues (currently 67 cents per month) 
entitle members to affiliation with AFT (and AFL-CIO) and to 
receive the American Teacher magazine and the American Teacher 
newspaper. The current membership of AFT is estimated at ap- 
proximately 61,000, about 4 per cent of the instructional staff of 
the public schools. ; 

The 1961 membership of the AFT included 433 locals in 38 
states, and the District of Columbia and the Canal Zone. The 
largest state membership was that of Illinois, with 58 locals and 
12,676 members. Other states with membership in excess of 4,000 
were: Michigan (6,696), New York (6,643), Minnesota (5,390), 
California (4,128), and Ohio (4,412). The cities with the largest 
AFT memberships were: Chicago (7,524), New York (5,208), 
Detroit (2,806), Los Angeles (2,186), and Cleveland (2,124). 

The Annual Convention is the governing body of the AFT. Each 
affiliated local is entitled to one delegate up to 25 members, one 
delegate for each additional 25 members up to 500; one delegate 
for each 50 members beyond 500 up to 1,000; and one delegate 
for each 100 members beyond 1,000. The Executive Council, con- 
sisting of the president, who is a full-time employee, and 16 vice 
presidents, is the administrative body. The president and vice 
presidents are elected by the Convention for 2-year terms. 

The goals of the AFT as set forth in Article II of its Constitution 
are: 

1. To bring associations of teachers into relations of mutual as- 
omen teacher all the rights to which they are entitled. 


3. To raise the standards of the teaching profession by securing 
the conditions essential to the best professional service. 
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4. To promote such democratization of the schools as w ena 
them better to equip their pupils to take their places in the indu 3 
social, and political life of the community. on by Dros 
5. To promote the welfare of the children of the nation by P 
viding progressively better educational opportunity for all. 


The AFT is also on record in support of federal aid to educa- 
tion for school construction, teachers’ salaries, and scholarships 
and of adequate state aid to education, teacher tenure laws, COM 
pulsory school attendance, and free textbooks. 

Structure of the AFT. One of the major differences between 
the AFT and the NEA is in the matter of eligible membership. The 
AFT contends that inclusion of school superintendents would create 
a “company union,” that teachers would be afraid to oppose ad- 
ministrators if they belonged to the same organization. Provision 
is made for membership of other administrative and supervisory 
personnel (associations of public school principals, assistants to 
principals, heads of departments, and other supervisory personnel) 
except superintendents. College administrators are also excluded. 
The NEA, as has been stated, embraces all professional school per- 
sonnel in its membership. The salary and teacher welfare policies © 
the AFT and NEA closely parallel each other except in the areas 
of collective bargaining. 

Even in the matter of procedure for fixing salaries, the AFT and 
NEA are not as far apart as they are generally believed to be. The 
AFT advocates “collective bargaining,” a term that has come to be 
associated with organized labor and ingrained in law. The NEA 
advocates representative negotiations—the right of teachers to dis- 
cuss with and make proposals to local school boards regarding 
salaries. It does not advocate the use of strikes or, picket lines, but 
of negotiation and the seeking of agreements. Its 1961 resolution 
advocates mediation in case of an impasse. Collective bargaining 
means designation of a bargaining agent to represent the workers— 
in labor terms, the union. And collective bargaining, again in labor 
terms, requires a weapon or threat to enforce the demands of the 
workers—the strike. Yet, neither the AFT nor the NEA advocate 
strikes by teachers. In fact, the AFT has had a Strong “no-strike” 
A had no formal 
til 1961, because 
vious. It has ad- 


clause in its constitution for many years. The NE 
“no-strike” resolution in its official statements un 
it never considered it necessary to state the ob 
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vocated professional means for settling salary disputes. The 1961 
NEA Representative Assembly, in restating its advocacy of the 
policy of representative negotiations, included a no-strike statement, 
as follows: 


Since boards of education and the teaching profession have the 
same ultimate aim of providing the best possible educational op- 
portunity for children and youth, relationships must be established 
which are based upon this community of interest and the concept of 
education as both a public trust and a professional calling. 

Recognizing both the legal authority of boards of education and 
the educational competencies of the teaching profession, the two 
groups should view the consideration of matters of mutual concern 
as a joint responsibility. 

The National Education Association believes, therefore, that 
professional education associations should be accorded the right, 
through democratically selected representatives using appropriate 
professional channels, to participate in the determination of policies 
of common concern including salary and other conditions for pro- 
fessional service. 

The seeking of consensus and mutual agreement on a professional 
basis should preclude the arbitrary exercise of unilateral authority 
by boards of education and the use of the strike by teachers as a 
means for enforcing economic demands. 

When common consent cannot be reached, the Association rec- 
ommends that a board of review consisting of members of profes- 
sional and lay groups affiliated with education should be used as the 
means of resolving extreme differences.* 


Despite the no-strike policies of the two organizations, there 
have been strikes of teachers in local associations affiliated with 
both the NEA and the AFT, but these have been local actions not 
sponsored by the national organizations. The most recent case was 
that in New York City in November 1960, when the United Federa- 
tion of Teachers, an AFT local, called a strike apparently in an 
effort to force collective bargaining and the designation of itself 
as the bargaining agent for New York City’s 40,000 or more teach- 
ers, of which only about 5,000 belonged to the United Federation. 
Strikes of public employees in New York State are prohibited by 
the Condon-Wadlin Act, which provides penalties, but no effort 
— z National Education Association, NEA Handbook for Local, State, and Na- 


iati i . 17, “Teacher-Board of Education 
ional Associations, 1961-62, Resolution No 17, 
Relationships” (Washington, D.C.: The Association, 1961), p. 62. 
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was made in this instance to apply them. The strike was unsuccess- 
ful in that a small proportion of the teachers walked out, school 
Service was not seriously interrupted, the objectives of the strike had 
already been promised by the board if found to be legal. The strike 
was called off after one day, and assurances were given by labor 
leaders that there would be no recurrence of the use of the strike 
by teachers. This attempt to apply labor techniques to public school 
teachers probably was instrumental in the subsequent passage of an 
act by the New York Legislature declaring teaching to be a profes- 
sion. The act provided that professional organizations of teachers 
may register with the Board of Regents of the State University of 
New York and be regulated by it, and it divorced them from 
regulation by the labor department.’ But the school board did sub- 
sequently authorize, as it had promised before the strike to do if 
such elections were found to be legal, two elections among the 
City’s teachers: (1) to determine whether they favored a designated 
bargaining agency; and, after a “yes” vote, (2) to select the bar- 
gaining agency. The UFT won the latter. 

The UFT, after presenting demands for increased salary adjust- 
ments and failing to secure agreement by the Board of Education 
on these demands, called a strike on April 11, 1962. This time 
about half of the more than 40,000 teachers stayed away from their 
jobs. The strike lasted for only one day and was ended by a State 
Supreme Court injunction declaring the strike illegal and directing 
UFT officials to refrain from picketing. Thus, a second strike failed 
to accomplish directly its objectives. 

What the ultimate impacts of these New York City strikes will 
have upon means of settling salary disputes of teachers there and 
elsewhere cannot be predicted. Whether 
as advocated by the NEA, or collective bargaining, as advocated 
by teachers unions, will come to be predominant remains to be 
seen. It is apparent that teachers will become more aggressive in 
salary negotiation procedures. 

The American Association of Universit 
general association for college teachers, C 
eligible only for associate (nonvoting 
founded in 1915, Its membership in 1 


professional negotiation, 


y Professors, This is the 
ollege administrators are 
) membership. It was 


ub tim 960 was 42,000, and its 
3 New York Laws of 1961, Chapter 417. 
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annual dues are $8 for those with faculty status, $3 for junior mem- 
bers (graduate students). The AAUP defines and defends prin- 
ciples relating to professional ethics, academic freedom, and tenure 
for college and university teachers. It works to improve faculty 
salaries, to encourage faculty participation in policy-making for 
colleges and universities, and to defend its members against unfair 
dismissals. The AAUP has been influential in serving as a check on 
arbitrary dismissals of college teachers by appointing committees to 
investigate such cases. After thorough investigation, the committee 
publishes its findings. If the college administration is judged to have 
dealt unfairly in a dismissal, it is placed on the censured list and so 
published in the AAUP Bulletin. This is a powerful weapon since 
it puts the administration in a bad light, may affect its appropria- 
tions or donations, and alerts AAUP members regarding acceptance 
of appointments to the institution staff. Obviously, the weakness in 
the armor of the AAUP is that it numbers in its membership only 
a small percentage of the total college teachers. 

Association for Higher Education. The Association for Higher 
Education, an NEA department, is also a general organization for 


college personnel. Like its parent body, it serves all such personnel, 
including both teachers and administrators. Its chief function is to 


serve the professional growth needs of its members through annual 
conferences, publications, and national seminars. It serves, also, 
to promote the cause of higher education, and, through other NEA 
units, it seeks to defend its membership against unfair treatment. 
Its members number about half those of the AAUP. College teach- 


ers tend to join scholarly societies of their own particular disciplines, 
and seem unenthusiastic about general organizations. 


Special Interest Associations 


Special interest associations are those which are concerned with 
furthering the interests of teachers in a given field, school level, or 
discipline. They provide the means for exchange of ideas and in- 
formation regarding content, teaching materials, and methodology 
in the specialized areas. There are many of these associations— 
state, regional, and national. The exact number is not known, but 
some indication can be inferred from the fact that there are 38 
separate organizations in higher education (some of these are insti- 
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tutional rather than individual-membership organizations); wae 
are 25 organizations for administrators; 23 in secondary education, 
23 in guidance and placement; 22 in the social sciences; 20 for 
women in education; 17 in research; 16 in language arts; 16 ite 
childhood education; 16 for librarians; 15 in journalism; 15 n 
physical education; 15 in teacher education; 13 in industrial arts; 
13 in music; and 12 in history. b 

It is obvious, therefore, that only the largest of the national 
special interest associations can be discussed here. 

Special interest associations of the NEA. There are 33 depart- 
ments of the NEA, each of which represents the special interests (or 
teaching fields) of teachers. Special interest groups served by these 
departments are: health, physical education, and recreation; teacher 
education; school administration; school librarians; driver educa- 
tion; research; industrial arts; higher education; supervision and 
curriculum development; audio-visual instruction; classroom teach- 
ers; exceptional children; elementary, Kindergarten, and nursery 
education; elementary school Principals; foreign languages; home 
€conomics; music; art; educational secretaries; journalism; adult 
education; secondary school Principals; deans of women; social 
studies; women administrators; mathematics; retired teachers; 


school public relations; science; rural education; speech; business 
education; and vocational education. 


tion, a monthly professional journal, and many bulletins dealing 
with early childhood education. 


National Council o glish. Membership in the 
NCTE is open to all p i i : 


lish teaching, and is One of the few ass 
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aids, and instructional material in the field. It holds an annual con- 
ee and conducts many summer workshops On college cam- 
ses. 

The American Council of Learned Societies. The ACLS, or- 
ganized in 1919, is a federation of 30 national scholarly societies 
in the humanities and the social studies. It is an institutional rather 
than an individual-membership organization, with its chief financial 
Support coming from foundations. The constituent societies (with 
One exception) are the individual-membership bodies with some 
70,000 members, mostly college teachers. 

American Association for the Advancement of Science. The 
AAAS, founded in 1848, is the broadest special interest associa- 
tion in the fields of science, especially for college teachers and for 
those engaged in research in private industry and government. The 
work and membership of the AAAS cover all fields of science (18 
sections); its membership in 1960 was 60,168. It is not only an 
individual-membership organization, but a federation of 291 scien- 
tific societies, academies (including 46 state academies of science, 
and other organizations). Its stated objectives are to further the 
work of scientists, to facilitate cooperation among scientists, tO im- 
prove the effectiveness of science in the promotion of human wel- 
fare, and to increase public understanding and appreciation of the 
importance and promise of the methods of science in human prog- 
ress. Tts annual membership dues of $8.50 include a subscription 
to Science, a weekly professional journal. Jt publishes many vol- 
umes on science, and sponsors a science library program, which is 


used by about 2,000 schools. 


Associations of Higher Education 

The American Association of Colleges for Teacher Education. 
The AACTE is primarily an organization of institutional members 
_ (about 600 colleges and universities) engaged in teacher educa- 
tion. However, in 1958, it organized the Associated Organizations 


for Teacher Education which include a cluster of associations serv- 


ing the special interests of individual members who are college and 
the several areas of professional educa- 


university staff members in 
tion. The separate associations have their own membership dues, 


elected officers and boards, and some maintain full-time staffs. Most 
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hold their annual meetings in connection with that of the AACTE. 
The separate associations of the AOTE estimated memberships are: 
American Home Economics Association (26,724); American Vo- 
cational Association (30,000); Association for the Education of 
Teachers in Science (193); Association for Field Services in 
Teacher Education (45 institutional); Association for Student 
Teaching (3,000): Department of Audio-Visual Instruction 
(5,000); National Association for Business Teacher Education 
(276 institutional); National Institutional Teacher Placement As- 
sociation (231 institutional) ; National Society of College Teachers 
of Education (500); and Philosophy of Education Society (286). 

The American Council on Education. The ACE is considered 
the general association for colleges and universities; it has only 
institutional members. About 1,100 colleges and universities are 
members of the ACE, organized in 1918, largely to coordinate re- 
lations between the federal government and higher education insti- 
tutions on matters growing out of World War I. It has continued 
to serve this purpose and to seek federal legislation in the interests 
of higher education; but it also carries on numerous studies. 

Other institutional membership organizations in higher education 
are the Association of American Colleges (basic membership con- 
sists of private liberal arts colleges and universities and liberal arts 
colleges of public universities). The Association of Land Grant 
Colleges and State Universities is the membership organization for 
the 68 land grant colleges and universities; the American Associa- 
tion of Junior Colleges numbers in its membership about 600 public 


and private junior colleges; the Assocation of American Universi- 
ties includes about 40 major private and public universities dis- 
tinguished for their graduate and Tesearch programs, 

Accrediting associations. There are six regional accrediting as- 
sociations made up of voluntary associations of college and uni- 
versity teachers and administrators, and administrators of sec- 
ondary schools. The Tegional associations accredit the general 
programs of colleges and universities and higħ schools The six re- 
gional associations and the dates of their founding nre? The New 
England Association of Colleges an oes 


d Seconda 
the Middle States Association of Colleges and Secon ay 


(1892), the North Central Association of Coll 
Schools (1895), The Northwest Association of a ae 
7 ndary 
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igher Schools (1918), The Southern Association of Colleges and 


ae Schools (1895), and the Western College Association 
48). In addition, there are 23 national organizations which 
accredit colleges and universities for preparation for the respective 
professions. 
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CHAPTER VI 


The Preparation of Members 


Admission to Practice in a profession now almost exclusively 
depends upon the completion of prescribed, specialized college and 
university courses, In addition, in most of the professions, a quali- 
fying examination for licensure is required. The prescribed curricula 
are professional in nature, as contrasted with completion of general 
college or university degrees, Only a scattering of recognized pro- 
fessional Occupations still permit occasional variation from this pat- 
tern, usually in the form of a combination of study, internship, and 

i ns are aimed at exceptional cases and 
are so rarely used as to be insignificant. 
versal development among the profes- 
are two basic ones: (1) the staggering 
has simply made the casual, informal 


functions to expert groups or institutions. Intellectual training and 


testing, as measures of competence, have emerged as the distinctive 
characteristics of professions. An additi 


E 1William J. McGlothlin, Patterns of Professional i 
G. P. Putnam's Sons, 1960); pp. 2, 4, © SMeation (New York: 
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cation and nonprofessional education as threefold. (1) Profes- 
sional education does not leave to chance the cultivation of those 
attributes—ethics, disciplines, methods of thought, allegiances— 
which make the professional fit to assume the trusteeship which 
society entrusts him. (2) Professional education focuses upon the 
person as an individual who is to practice and seeks to broaden his 
human—that is, his mental, moral, and emotional—capacities. (3) 
Professional education simply cannot stop short of performance; it 
cannot accept without unmistakable proof the dictum that knowl- 


edge alone is power.” 


Historical Development of Education for the Professions 


The evolution of preparation for the professions was traced 
briefly in Chapter I. In the ancient world, formalized and profes- 
sional training, as-such, simply did not exist. In the Middle Ages, 
training through apprenticeship and admission by examination were 
characteristic of the guild system. The traditional designation of the 
ministry, law, and medicine as the “learned professions” arose be- 
cause they were the first to emerge from university training. 


Gradually the guilds gave way to professional associations, and 


the assignment of the training function to the universities followed. 
ation, on 


The adoption by the universities of the qualifying examin 
top of formal training, was an effort to raise the quality of educa- 
tion, and probably was borrowed from the guilds which used it to 


test competence of practitioners trained under the apprenticeship 
system. 

In early America, preparation for the professions, except for the 
ministry, was almost entirely obtained through apprenticeship Or 
preceptorship. The person desiring to learn a profession simply 
became associated with an experienced practitioner. There were no 
standards he had to meet. Indeed, even after professional schools 
were established, this practice continued and not until the early 
years of this century was it abandoned in most professions. Medi- 
cal education as 4 formal process began in Philadelphia in 1765. 
Following the Revolutionary War, the other professions began 
aa 

2L. D. Haskew, “Planning Institutional Programs,” The Education of Teachers: 


i. | Programs (Washington, D.C.: National 


Considerations in Planning Institutiona i 
Commission on Teacher Education and Professional Standards, National Edu- 
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establishing professional schools. The University of Maryland 
established a law faculty in 1816; law schools were founded a 
Harvard in 1817, at Yale in 1824, and at the University of Virginia 
in 1826. In technology, the United States Military Academy, estab- 
lished in 1802, and Rensselaer School, founded in 1824, were the 
first to offer professional instruction. The Philadelphia College of 
Pharmacy was founded in 1821; and Baltimore College of Dental 
Surgery began in 1840, Rapid proliferation of professional schools 
occurred after the Civil War; many had low standards and operated 
for profit. The universities began to establish professional schools or 
to absorb existing proprietary schools, but not until after the begin- 
ning of the twentieth century did the movement to make profes- 
sional schools of high quality gain momentum. Prior to this time, 
facilities were poor, staffs were inferior, and admission require- 
ments indifferent or nonexistent. 

The factors giving impetus to higher quality of professional 
schools were increased demands for professional services, increased 
wealth, expanding industry, the growth of cities, the growth of 
higher education and graduate institutions, and the development of 
professional associations and accrediting agencies. Currently, there 


are at least 25 well established professions with fully accredited 
professional schools.* 


Origins and Development of 
Professional Preparation of Teachers 


hington, D.C. 
Printing Office, 1955), pp. 9-17. ; Å C.: Government 
4Edgar W. Knight, Education in the United States, 3rd tev, ed 
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century and a half old; for high school teachers, common accept- 
ance of the idea has emerged in this century. Antedating the de- 
velopment in this country of special schools for this purpose were 
the normal schools of France and Germany, which provided the 
models for our first teacher education institutions. 

Massachusetts did not set up a training school for teachers until 
almost 200 years after the adoption of the laws of 1642 and 1647 
mandating the establishment of town schools. While Massachusetts 
did establish the first state normal school at Lexington, in 1839, 
there were earlier efforts to provide teacher training for the com- 
mon schools. Knight lists Samuel McCorkle as probably establishing 


the first formal program for the education of teachers in his private 


Zion Parnassus Academy in North Carolina in 1785.2 
in 1823, a private 


Samuel R. Hall established in Vermont, 
academy, which offered a three-year course for the preparation of 
teachers for the common schools. Private academies in New York 
State began offering teacher training programs as early as 1831. 
Governor Clinton proposed to the New York Legisiature in 1826 
that a state-supported school for training teachers be established. 
Although the legislature did not approve this proposal, preferring 
to leave the function to private institutions with some subsidy from 
the state, in 1827 it passed an act, one purpose of which was to 
promote the education of teachers. This was the first such act 
passed in a state. Not until 1844 did New York establish its first 
school (at Albany) specifically for the purpose of educating teach- 
ers. In Massachusetts, agitation for state schools for preparing 
teachers was begun by James G. Carter in the early 1820's. Carter's 
argument for the establishment of special schools to prepare teach- 


ers was set forth as follows: 


red to do what the world has never done be- 
r, when they established the free schools. 
never so well done yet, and establish an 
ose of preparing instructors for 
a development or consummation 


Our ancestors ventu 
fore, in so perfect a manne 
Let us do what they have 
institution for the exclusive purp 
them. This is only a second part, 
of the plan of our fathers.® 


5 For a detailed account of the origin and development of teacher education in 
the United States, see Edgar W. Knight, op- cit., pp. 309, 345. 

James G. Carter, as quoted by R- Freeman Butts and Laurence À, Cremin, 
A History of Education in ‘American Culture (New York: Holt, Rinehart & 


Winston, Inc., 1953), pp. 230-31. 
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Carter’s efforts, along with those of Horace Mann and Charles 
Brooks, eventuated in the founding of the first state normal school 
in Lexington in 1839. 

The normal school movement spread rapidly westward under the 
impact of the founding of public common schools and their de- 
mand for teachers, a need which private academies and colleges 
made little effort to meet. By 1895, there were probably as many as 
350 public and private normal schools in existence." 

By 1890, a new trend was developing—the transformation of the 
normal schools into degree-granting teachers colleges. This devel- 
opment arose from the growing demands for advanced education, 
resulting in the establishment of public high schools and the rise of 
accrediting agencies which enforced higher preparation standards 
for teachers. Between 1881 and 1950, a total of 139 normal schools 
became state teachers colleges.® 

By 1930, another vast transformation in the character of teacher 
education institutions began. This was the evolution of the single- 
purpose state teachers colleges into multiple-purpose general state 
colleges. Between 1930 and 1961, about 140 such transformations 
were made, leaving only 44 public and 11 private teachers colleges 
remaining. Meanwhile, many of the original normal schools had 
evolved into state universities. The single-purpose teacher.education 
institution is clearly disappearing from the American educational 
scene. There are several causes involved, but the growing accept 
ance of education as a discipline and of teacher education as 4 
professional process appear to be the compelling ones, A distinct 
unit for teacher education is now maintained by virtually all colleges 
and universities preparing teachers and the professional school of 
education is now an integral part of most universities, The trend 
toward making these exclusively graduate Tevel schools is just now 
beginning to emerge. 

The emergence of teacher education in the universities was also 
slow, lagging behind developments in the normal schools, As with 
the normal school idea, the first efforts occurred in the East, but the 
eastern colleges and universities, generally, were content to let the 


7 Newton Edwards and Herman G. Richey, The Sch, > 3 sad 
Order (Boston: Houghton Mifflin Company, 1947), Aes ui the American Social 
8 Rees H. Hughes, “Changing Status of Teacher Educa: 
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normal schools carry the load. Before sufficient normal schools 
could be founded in the West, the state universities were under 
pressures to supply teachers for the common schools. It was, there- 
fore, in the West where the movement to establish chairs of Educa- 
tion or Normal Training Departments gained a solid foothold in the 
universities. 

New York University appears to have been the first to establish 
a chair, in 1832, but dropped it after a few years. Likewise, Brown 
established a normal department in 1850, but dropped it four years 
later when Rhode Island established a normal school. State univer- 
sities in the West instituted teacher education programs of some 
type as follows: Iowa (1855), Wisconsin (1856), Missouri 
(1868), Kansas (1876); three began such work in 1881, North 
Dakota, Utah, and Wyoming. 


Current Status of Teacher 
Education in the United States 


? Presently, a total of 1,150 colleges and universities are author- 
ized to prepare teachers in the United States. Distribution of these 
institutions by type and control is as follows:° 


NUMBER OF INSTITUTIONS BY TYPE OF CONTROL 


Type of Institution Public Private Total 
Teachers Colleges 44 11 55 
General Colleges (liberal arts 

colleges) 190 572 762 
Universities 105 139 244 
Technical Schools* — — 32 
Junior Colleges* — — 51 
Unclassified* — — 6 

Totals 339 722 1,150 


* Data on types of control are not available. 


The latest data reflect that teachers colleges prepare about 20 


per cent of our new teachers each year, the general colleges about 
iversities about 35 per cent. The public col- 


45 per cent, and the unt J 
leges and universities prepare about two-thirds of the teachers and 
the private institutions about one-third. 


9 J] Armstrong and T. M. Stinnett, A Manual on Certification Require- 
Wp a * States, 1961 ed. (Washington, D.C.: 


ments for School Personnel in the United S, | 
National Education Association, National Commission on Teacher Education and 


Professional Standards, 1962), Table 1, p. 151. 
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All 1,150 teacher education institutions have state approval; 
1,011 are accredited by their regional accrediting associations, 363 
hold accreditation by the National Council for the Accreditation 
of Teacher Education. Thus, 139 institutions have only state ac- 
creditation. 

Evolution of types of teacher education programs. As would be 
expected, there are among the 1,150 institutions a variety of pioi 
grams for the preparation of teachers. Actuaily, teacher education 
institutions may be grouped in three categories: the teachers col- 
leges, the liberal arts or general colleges, and the universities. The 
historical backgrounds of each of the three types are so different 
as to influence markedly the philosophical approaches of each to 
the task of preparing teachers. The normal schools, forerunners of 
the teachers colleges, began as institutions with a specific purpose— 
with curricula which were patterned after the English course in the 
academies, mixed with methods courses, or “trade school tech- 
niques” as the critics termed them. As the normal schools wer 
transformed into teachers colleges, the latter continued the cu! 
ricula combinations of their predecessors, although gradually ele 
vating the content in both areas to the collegiate level. ‘ 

It is not surprising, therefore, that the prestige colleges and unl 
versities tended to look with disdain upon these specialized inst- 
tutions. Both the liberal arts colleges and the universities came into 
the field of teacher education through public pressure, and gen- 
erally from the philosophical viewpoint that a broad, general col- 
lege education was the way to prepare teachers; that professional 
courses were unnecessary and a waste of time, 
aspects of teaching could be better learned on t 
ers colleges considered the education of teachers 
prise; the liberal arts colleges and universities 
education incidental, a product of a general ci 
a degree as the only needed evidence of co 
ties, generally, were more sympathetic to s 


since the practical 
he job. The teach- 
a purposeful enter- 
considered teacher 
ollege education with 


f £ Professional schools 
on their campuses. 


At the time the first normal school was founded ; 
i f in 1 re 
were no colleges which made any direct effort ioie EE 
ers. True, many college graduates, especial} Pp 


; A y those wh n 
pared for the ministry or law, drifted into teaching + see 
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their meager incomes. Thus, the public common schools, forced to 
Tesort to sources outside the established colleges and universities 
for a supply of teachers, had to establish a new institution. In the 
early years of almost every profession with the exception of the 
Original three—the “learned professions,” ministry, law, and medi- 
cine—this was true. Without the development of the normal 
schools, and their successor institutions, it now seems clear that 
the dream of a system of education for all, free to all, and dedi- 
cated to advancing the general public welfare, could not have 
materialized. The real expansion of the comprehensive public high 
schools in the United States (in which the curriculum meets the 
needs of all students rather than simply those of the group going 
to college) did not get under way until the second decade of this 
century, largely because there was little or no attempt to prepare 
high school teachers apart from a general college education. Thus, 
until about 1920, the public high schools were college prepara- 
tory institutions for the few. 

When the liberal arts colleges and universities were compelled 
to enter the field of teacher preparation by public pressures to im- 
Prove the quality and widen the scope of high school preparation, 
they tended to make only token recognition of professional prepara- 
tion either by offering a course Or two in philosophy and psy- 
chology, or later on, grudgingly, by inserting the courses required 
for licensure by the state. Little or no provision was made for orien- 
tation of subject matter to teaching and for student teaching. This 
kind of tacked-on program for high school teachers is understand- 
able, The normal schools were established for a specific purpose— 
to train elementary school teachers. They had no other functions. 
The liberal arts colleges and universities, on the other hand, had 
many other functions to perform. Therefore, the evolution of 
preparation programs for elementary and secondary school teach- 
ers began from vastly different philosophical roots, and this differ- 
ence is still noticeable in the reluctance to provide adequate profes- 

dary school teachers. But there is 


sional orientation for secon t ; 
relatively little squabbling about the necessity of such preparation 
for elementary school teachers. The difference in concept is usually 
justified oD the grounds that more “methodology” is required to 


teach immature children in the elementary schools. The basic rea- 
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son, however, is probably the origin and the history of the prepara- 
tion for the two school levels. 

By 1950, the two concepts had begun to merge somewhat, and 
the liberal arts colleges and universities had begun to develop their 
Own programs of teacher education, rather than having them forced 
and determined by state certification requirements. Presently, both 
elementary and secondary school teachers are being prepared 1n 
all types of higher education institutions and these programs ate 
tending to become more alike. For example, the teachers colleges 
are now preparing about 24 per cent of the elementary and about 
18 per cent of the high school teachers; liberal arts colleges (gen 


eral colleges) are preparing 43 and 45 per cent respectively; and 
universities, 33 and 37 per cent respectively. 


Current Programs of Teacher Education 


The traditional method of describing professional programs p 
teacher education is to classify the components as (1) genera 
education, (2) specialized education, and (3) professional educa 
tion. While these categorizations are commonly used, they at 
unsatisfactory by. their implied compartmentalizations. Neither av¢ 
the designations of the components as liberal education and tech- 
nical education sufficiently definitive. The former implies a neat 
cluster of separate and unrelated courses. The latter implies an 1f- 
revocable dichotomy. Actually, no such separation is possible 
except for purposes of convenience in college catalogs to identify 
Offerings. Properly conceived, 
these areas of knowledge, as with all knowledge possessed by a 
individual human being, contribute to each Other and tend to be- 
_ come interrelated in the mind of the learner and in their orienta- 
tion to the teaching process. Likewise, the alleged distinctions be- 
tween liberal and technical education are misleading. The classic 
notion of what is liberal education or a liberal subject tends to 
break down under the realities of the meaning and use of knowl- 
edge. Liberal education may be utilitarian, as Well as of enduring 
value for its own sake. Technical education may be MoAA] 
as utilitarian. A liberal subject may be a professiona] Sis aa Wie 
versa. 
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? pre is no such thing as à typical program for the preparation 

entary or high school teachers. Naturally, among more than 
1,100 higher education institutions engaging in teacher education, 
there is great diversity. However, there are many common threads. 
The typical program is a four-yeat undergraduate one, and major 


attention in this discussion will be given to this type. There are 


many four-plus-one-year types (a year of graduate work, generally 


completed in summer terms, while teaching full-time on the bache- 
lor’s degree). There are also a number of five-year preservice pIo- 
grams (notably the Master of Arts in Teaching programs), which 
are growing rapidly in numbers and popularity. T! hese will be de- 


scribed briefly. 
The four-year preservice program. Fọrmal teacher education 
on in the past, are now 


programs below the degree level, quite comm 
almost extinct, because the degree as the minimum level of prepara- 
tion is rapidly becoming the universal requirement among the states. 

What should be the criteria for an acceptable degree program of 
teacher education? The National Council for the Accreditation of 


Teacher Education developed the following suggestive list? 


1. he curriculum for teacher education should be purposely 


planned. 
2. Some curriculum patterns arè more promising of desirable re- 


sults than others. 

3. All teachers should be well-educated persons. 

4. The curriculum for teacher education should provide an area 
of subject-matter concentration for every teacher. 

5. Teachers should have specific preparation 
sional responsibilities. 

6. The curriculum 
organized program. of profess! 

7. The curriculum for teacher ed 
capable students who seek a good basic education for themselves 
and an adequate preparation for a professional career. 

8. The period is rapidly approaching when a minimum of five 
years of college preparation will be regarded as essential for all fully 


qualified elementary and secondary school teachers. 
9, The curriculum for teacher education should result from the 


cooperative efforts of the total faculty. 


for their profes- 


for teacher education should include a well 


a 3 x 
Jo W. Earl Armstrong, “The Teacher Education Curriculum,” The Journal of 


Teacher Education, 8 (September 1957), pP- 230-43. 
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As has been pointed out, there is no typical program that can be 
described. In an effort to obtain a profile of existing teacher edu- 
cation programs, the National Commission on Teacher Education 
and Professional Standards analyzed those offered by 294 higher 
education institutions accredited by the National Council for Ac- 
creditation of Teacher Education." Since these institutions were 
preparing the preponderance of new teachers, this analysis yields a 
fairly accurate picture of teacher education in the United States: 

The requirements of the 294 institutions in their bachelor’s de- 
gree programs were: the median requirement in general education 
for both elementary and secondary school teachers, 46 semester 
hours, range 11-97; the median Tequirement in professional educa- 
tion for elementary school teachers, 34 semester hours, range 18- 
69; and for high school teachers, the median was 23 semester hours, 
range 10-51. In teaching-field or subject requirements for high 
School teachers, the medians ranged from 25 semester hours in for- 
eign languages to 43 in agriculture. The great similarities and the 
extent of the diversities in teacher education programs are reflected 
in the teaching-field Tequirements as shown in Table 17, 


year, within the span of the term of the Probationary certification 


achelor’s degree for initial 
Teady nine states have man- 
this four-plus-one-year pro- 


teaching Services, will be extended. Al 


Cees Programs in 12 academic and Special fields, 
2 Margaret Lindsey, ed., New Horizons for the Teaching P. ssion (Wash- 
ington, D.C.: National Educatj ieee 


. ton Association, National Commission on Teacher 
Education and Professional Standards, 1961), 243 pp. 
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TABLE 17 


THE MEDIAN AND RANGES OF REQUIREMENTS FOR ‘TEACHING-FIELD MAJORS 
FoR HicH SCHOOL TEACHERS IN 294 COLLEGES AND UNIVERSITIES 


INSTITUTIONAL REQUIREMENTS 


Teaching Major Median Range 
Agriculture 43 24-99 
Art 36 12-93 
Business 36 18-75 
English 30 18-64 
Foreign Languages 25 18-68 
History 30 18-64 
Home Economics 40 24-78 
Industrial Arts 37 18-79 
Mathematics 27 18-64 
Music 40 24-19 
Physical Education 34 18-99 
Science 31 18-81 

l Social Science 35 18-62 
Education Programs 


uantitative Requirements in Teacher 

” The Education of Teachers: Curriculum 
Programs, Report of the Kansas Conference, 1959 (Washington, MiGs 
National Education Association, National Commission on Teacher Edu- 
cation and Professional Standards, 1959), Adaptation of Table II, p. 178- 


Source: “Analysis of Q 
in 294 Colleges and Universities,” 


gram seems to be to plan them as five-year, sequential programs, 
in which the fifth or graduate year is regarded as unfinished busi- 
ear tends to 


ness. In the absence of such planning, the graduate y 


involve an aimless selection of courses. 
The five-yeat preservice programs as they begin to emerge as 
common practice will probably be of two general types- The first 


will be the Master of Arts in Teaching program, open to suitable 
liberal arts degree. The graduate 


candidates who have completed a 
work, including 2 supet- 


year will consist largely of professional inch 
vised internship, and perhaps some broadening 1 the gener 


education and teaching-field areas: 

The other type will p f undergraduate pre-edu- 
cation courses in the content fields, such as anthropology, human 
biology, psychology; and philosophy, and some exposure to obser- 


vation and student teaching. The graduate year will ae 
depth in professional education and in the appropriate teac g 
ids with jng devoted to full-time teach- 


fields with perhaps half of the year being t 8 
ing internship as 4 part ducation program 
under supervision of the or university. 


96 THE PREPARATION OF MEMBERS 


Experimental Five-Year Programs 


The Ford Foundation, through its subsidiary, the Fund for the 
Advancement of Education, has since 1951 sought to influence . 
teacher education programs to move toward concepts of higher 
quality by greater emphasis upon liberal education. Woodring has 
stated the approach of the Fund: 


The emphasis on liberal education is not to be at the expense of 
other necessary aspects of teacher education. The total education of 
teachers consists of four interrelated parts: (1) liberal education, 
(2) an extended knowledge of the subject area taught, (3) profes- 
sional knowledge as distinguished from professional skills, (4) skills 
in managing a classroom, working with children and young people, 
and in the supervision of the learning process.13 


The three basic experimental, five-year programs sponsored by 
the Fund and described in the publication cited above are as fol- 
lows: 

1. Professional Programs for liberal arts graduates. These ex- 
perimental programs were designed as fifth-year ones for liberal 


and for the substitution of a full-time, Supervised internship for 


Student teaching. Several variations of this basic plan were de- 
veloped. 


2. Programs for older college graduates. These Programs de- 
veloped Out of the pressure of the teacher shortages, They were de- 


thesis that there is a considerable pool of 
general college graduates, many of whom would enter teaching if 


ternship year, 


3; The Master of Arts in teaching programs. These programs 
were designed primarily to prepare Secondary school teachers as a 


18 p, 
* Paul Woodring, Nei Directions in T, ic d 
for the Advancement of Education, Dey wa TUR 
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test of the hypothesis that a unified five-year program of preparation 
can be planned without sharp distinctions between general and pro- 
fessional education. Essentially, these programs were aimed at 
combining the best features of the Master of Arts and Master of 
Education degrees, and were jointly sponsored and planned by the 
liberal arts and education faculties. As a general rule, the programs 
were based upon the undergraduate yeats being devoted largely 
or altogether to the liberal arts with the opportunity in some 
cases to pursue a few professional courses. The graduate year pro- 
vided for further concentration in an academic area-and essential 
professional preparation and teaching. 

Two plans have been developed in the graduate year at Harvard 
leading to the M.A.T. degree. The first is an apprenticeship pro- 
gram without pay. The first semester of the graduate year is devoted 
to formal course work and observation in nearby high schools. 
During the second semester the student is an apprentice teacher in 
the morning and pursues course work on campus in the afternoon. 

The second plan provides for a half year of full-time, paid intern- 
ship under supervision. Two interns are paired to fill the teaching 
job for the school, and alternate between full-time teaching one 
Semester, and course work on campus in the other semester. 


Preparation of Special-School-Service Personnel 


7 The trend is well underway to require preparation programs of 
six college years for special-school-service (noninstructional) per- 
sonnel. Included in this category are superintendents of schools, 


School principals, supervisors, counselors, and curriculum direc- 
tors. This trend is especially pronounced for school superintendents 
tors degree being commonly 


and will eventually result in the doc > being 
Mandated or accepted as the requirement for this position. 
Preparation of college teachers. Since this discussion should 
cover the range of preparation programs for teachers, it necessarily 
must include some discussion of how college teachers are prepared. 
It is fair to say that there is relatively little emphasis upon what has 
commonly been referred to as “professional” in programs for the 
preparation of college teachers. Actually, there 1s a aie 
between the preparation of college teachers and that © a a, y 
Person pursuing graduate degrees: The typical regime followe y 
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the prospective college teacher is completion of a liberal arts degree 
in the undergraduate college with major concentration in the field 
or subject of interest. Normally, about half of this degree cur- 
Ticulum consists of general education, the remainder of specializa- 
tion in the chosen field, In the graduate school, the tempo of 
specialization is stepped up, so that upon completion of the mas- 
ter’s and doctor’s degrees, there is a relatively high degree of mas- 
tery of an academic field or subject. Many graduate schools do 
make sustained efforts to orient the specialization to teaching, and 
Some require a practicum in teaching through observation and 
teaching fellowships. Also, some graduate schools require a few 
basic professional courses, In recent years, there have been growing 
demands for greater emphasis on orientation to the teaching func- 
tion in the graduate programs of prospective college teachers. Al- 
though there is some evidence that graduate schools are moving in 
this direction, it is not as yet pronounced. There is, it appears, a 
general recognition of the need. One of the chief Tesistances to pro- 
viding greater emphasis upon orientation to teaching in the prepa- 
tation of college teachers probably arises from the fear that gradu- 
ate schools would lose i 

education, 


Accreditation of Teacher Education 
There are three inseparable as 
ti 


petent practitioners into a profession. These are 
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The founding of the NCATE became necessary because its pred- 
€cessors were not able to secure participation of colleges in suf- 
ficient numbers to be effective, or to attract vigorous support of the 
profession. The NCATE is a joint council of 19 members, repre- 
senting the major segments of the teaching profession, including 
elementary and secondary school teachers, administrators, colleges 
of all types, the state education associations, the state education 
legal authorities, and the National School Boards Association. 
Presently, NCATE has accredited close to 400 institutions which 
prepare about 75 per cent of the new teachers graduated each 
year. Some 25 state departments of education have established 
reciprocity in teacher certification based on NCATE accreditation. 
Thus, teaching has at long last joined the other major professions 
in establishing a national professional accrediting process. 


A Forward Look 


Perhaps the single greatest need of teaching—to achieve recog- 
nized professional status—depends upon raising minimum prepara- 
tion levels to those of the other professions. This movement is under- 
way with goals of five years preservice preparation for classroom 
teachers for elementary and secondary school teachers, and of six 
years for special-school-service personnel. These plans are generally 
endorsed by the profession and have been implemented already in 
some states. In addition to extending the years of preparation, there 
are equally important goals of achieving more rigorous and selective 
admission requirements and of improving the quality of the prepar- 
ing programs. The fact that responsibility for a good teacher edu- 
cation program is being assumed by the entire faculties of colleges 
and universities, rather than simply by the education or teacher 
training departments, indicates that the job of providing teachers 
has been accepted by the higher education institutions as an en- 
deavor of first importance. 
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CHAPTER VII 


Implications of the Future 


The drastic changes which have occurred in the world since the 
end of World War II, and the new forces of scientific and political 
development already discernible in the future have been and will be 
so profound that their effects cannot be definitively foretold. It can 
only be said that it would be impossible to exaggerate the nature 
and extent of their consequences for society as a whole and educa- 
tion in particular. There will be more revolutionary changes in 
teaching and learning methods in the United States than in all its 
previous history. By all reckonings, teaching must become the pre- 
eminent profession, and this implies staggering changes in the role 
of the teacher, the nature and extent of his preparation, and the 
concept of teaching as a profession. Concomitantly, professional or- 
ganizations of teachers will be compelled to shed their relatively 
simple functions of the past and take on broader, more complex 
procedural operations. 

Let us examine some of the considerations which will exert 
powerful influences upon education and teachers. 


Implications of Recent Developments 


Acceleration in the increase of knowledge. President Truman’s 


declaration, made after the first atomic bomb had been dropped on 
Hiroshima, in August of 1945, was an eloquent reassertion of 


H. G. Wells’ reference to the race between education and catas- 


trophe, The President said, “We stand at the door of destruction 
n.” Implicit in this 


or upon the threshold of the greatest age of ma 
statement is a whole new galaxy of problems, developments and 
Potentials. Hiroshima itself marked the ending of an era in human 
history and, of course, the beginning of a new one. The fact that, 
in an instant, men were able to discern this is itself a staggering por- 
tent. For throughout history the ending of an age had never be- 
fore been so precipitous. These unprecedented pressures to adjust so 
quickly to totally new and mysterious forces place such strains upon 
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the educative process and upon the physical and psychological na- 
ture of man that it is not yet certain that the adjustments can be 
made in time. Norman Cousins states the dilemma in the title of 
his book, Modern Man is Obsolete. 

The intense nature of the stress of adaptation to new ages, born 
so quickly, can be sensed from a comparison with the slow tempo 
of the past. In his transition from a nomadic state—as a hunter of 
animals and a gleaner of the fruits of nature for his food—into an 
agricultural state, man required thousands of years. Only about 200 
years ago did he bring forth the Industrial Revolution. Since 1945, 
he has had to find some means of accommodation to the fission, 
fusion, and space age. The dizzying pace reflects the accelerated rate 
of the accretion of new knowledge. While there is no precise means 
of calculating the rate of accumulation, it has been estimated that 
scientific knowledge is probably doubling every 15 years; that 
knowledge in the social sciences is probably doubling every 30 
years; and that new military systems are usually obsolete in five 
years after their inception. 

The chief implication for education is that the quality of teaching 
and learning must be stepped up drastically. Obsolescence alone 
forces education to drop the emphasis of the past upon simple 
knowledge and skills and increasingly concentrate upon the de- 
velopment of people at professional, scientific, and technical levels 
of competence. Professional workers were less than 5 per cent of 
our labor force in 1900; by 1975, it is estimated that they will con- 
stitute about 15 per cent. In 1900, unskilled laborers were about 12 


per cent of our labor force; by 1975, they will probably be not more 
than 5 per cent. 


The rate of the increase in 


more highly trained personnel 
ers in the future 


new knowledge and the demand for 


programs, the preparation of new teachers will neces- 
quality and quantity, and the period 
expanded materially. 

ons. The impact upon education by the 


1 Norman Cousins, Modern Man i bsol p iki 3e 
1945, 39 on, an is Obsolete (New York: The Viking Press) 
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growth of new knowledge is being paralleled by a concurrent de- 
velopment—the so-called population explosion. A capsule review 
of the pressures of this situation is as follows: At the beginning of 
the Christian era, the population of the world was about 250 mil- 
lion. Sixteen centuries later, at about the time of the first settlement 
in America, the world’s population had only doubled. In the next 
300 years, it quadrupled, reaching about two billion. And in the 
last 30 years, another billion has been added. If the present rate of 
growth continues, it has been estimated that by the year 2000, the 
world’s population will reach 6 billion, and by the year 2050, 9 
billion. The rate of growth is about 125,000 daily and 43 million 
a year, adding the equivalent in population of another United States 
every 4 years. In the United States alone, at the present rate of in- 
crease, we shall achieve a population of 250 million by 1980 and 
600 million within a century. 

It takes no expert to predict in general terms the implications of 
the pressures of population for education. With unprecedented in- 
creases in the number of mouths to feed, the number of bodies to 
clothe and shelter placed against the alarming rapidity with which 
the nonrenewable resources of nature are disappearing, man must 
create from the frontiers of his own developed mind the means of 
reverent husbanding of the resources that remain and the means of 
creating the physical necessities of survival. 

New nations. The proliferation since World War II of new, inde- 
pendent nations, freed from colonial status, is one of the phe- 
nomena of modern times. These are largely underdeveloped nations 
Starting to build a modern society with the ability to govern them- 
selves and to achieve decent standards of living. Essential to 
the realization of the aspirations of these nations is the universal 
education of its peoples. This is a bootstrap operation of the highest 
magnitude. As a result of their colonial status, popular education 
has been meager; illiteracy is high; trained teachers are scarce OF 
nonexistent among the native population. The free, developed 
Nations like the United States have to face up to the problems of 
Providing education for their leaders, while helping in the establish- 
Ment of adequate school systems within the countries. Teachers will 
have to be exported to them, and personnel to staff teacher educa- 


tion schools will be required. 
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The Implications of New Pressures 
on Individuals for Education 


A prime concern of education throughout history, whether the in- 
formal instruction in the home and family or in formally organized 
schools, has been to help the individual to make adjustments to his 
environment. In pioneer days this was simple. The environment was 
the small rural community with a homogeneous population and 
common mores. There were overtones of relationships to larger po- 
litical and economic spheres, but these were incidental and second- 
ary. The tasks of the teacher were correspondingly simple, the incul- 
cation of the three R’s, deference to community orthodoxy in 
religion and conduct, and the reverent nurture of respect for the uni- 
versally accepted and honored founding fathers of the country. The 
community itself largely imprinted what it considered the enduring 
values upon the child, enforced a pattern of conduct, and ingrained 
a work pattern that in itself was a great disciplining force against 
the small inroads of idleness. Such a setting is gone almost every- 
where in the world, certainly everywhere in the United States. The 
implications of the growing complexity for education are awesome- 

The individual and the culture. At no point are the demands 
upon education more clearly and complexly focused than the con- 
fusing, breath-taking impact of culture upon the individual. Herded 
together in mammoth cities, children are beset by pressures of their 
environment that make a satisfying adjustment of dignity and in- 
tegrity almost impossible. The drive for lock step conformity by 
mass entertainment, modern advertising, and mass manipulation 
tend to destroy any sense of initiative, any sense of reward for Vit- 
tue, any value for individual human personality. Dr. James B. 
Conant? has recently characterized the children in our great city 
slums as the nation’s number-one educational problem. 

These are largely children from underprivile 
whose meager cultural and economic backg: 
them unfit for the traditional schools usual] 
Failures, dropouts, frustration, rebellion are 
educational problem. Dr. Conant calls it the 


ged, deprived homes, 
rounds simply render 
y provided for them. 
common fruits of this 
nation’s most explosive 


2Dr. James B. Conant, Slums and Suburbs (New York: > 
Company, Inc., 1961), 147 pp- ork: McGraw-Hill Book 
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social problem. This “blackboard jungle” represents the failure of 
society and of the schools. The tragic feature of these failures, how- 
ever, is that both society and teachers tend to play at the very hu- 
man game of scapegoating, each blaming the other, with some justi- 
fication on both sides. Society is guilty of neglect and indifference 
and is to blame if not for the creation of the problem, certainly for 
the tolerance of it. Schools and their teachers are guilty of an in- 
credibly slow-paced reformation and adjustment to new needs, of 
reliance upon pat answers, and of acceding to the pressures of 
classicists for the one-track route to education. 

_ A grim picture of this explosive situation and the peculiar tasks 
it poses for schools is set forth in an article on New York City’s 
schools, but its import is applicable to almost every large metro- 
politan area in the United States. 


More than a million children of every station and every national 
background are living in that enormous arena, the metropolis of 
New York City. The city, which stifles thousands of them in jammed 
tenements and garbage-littered lots, also attempts with genuine 
compassion and real hope to educate them and fit them for useful, 
decent, even happy lives. It is not a simple or idyllic process. The 
classroom struggle for the minds and hearts of New York’s young 
is as complex, as baffling and painful as the struggle for gain and 
survival which goes on in the perpendicular jungles of masonry out- 
side . . . For more than a century ‘and a half, as the catalyst in the 


greatest U.S. melting pot, New York’s schools have been assaulted 


by wave on wave of immigrants from abroad and have been forced 


to spread their light amidst squalor, machine politics, and fogs of 
apathy, racial prejudice, and ignorance.® 


A young teacher gave this account of his experience in this situa- 
tion: 
Nobody warned me about a thing before I went to a near-slum 
district in Brooklyn. I was full of ideals... I learned a lot of 
things about teaching that aren’t in the books. In a high school like 
ours you have a few tough ones and a few vicious ones 1n almost 
every class. They sit watching you like snakes, waiting for the first 
sign of weakness. It’s frightening when you know that some of the 
boys carry switch blade knives. There’s always a first test. One of 
them will start yelling, or singing, or jumping over chairs . . . You 
8 Time Magazine, Education Section, “Boys and Girls Together,” October 19, 
1953, p. 72- Copyright Time, Inc. 
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must remember that none of these children wants to be in school. 
They do not want to learn. They already belong to the streets. They 
know you cannot punish them physically or expell them. You must 
Never raise your voice to them—if you argue, you are conceding 
their right to yell at you. You must never stand near them, never 
touch them—hatred for a teacher is part of their code and they must 
react or lose face if you do. You must never present them with ulti- 
matums. You must never cater to them in the slightest and never 
lie to them—they can sense fear or phoniness like animals. oun 
job is to keep them quiet while you teach those who can be taught. 


At the other extreme is the problem of adjusting teaching tech- 
niques and school organization to the children with gifts. This prob- 
lem is commonly oversimplified by the designation of gifted chil- 
dren which refers to those with I.Q.’s in the upper 10 to 15 per 
cent range, whereas the problem really is much broader when ap- 
plied to children who may not be endowed with extraordinary 
academic abilities but who may have other types of unusual po- 
tentials. Admittedly, the common practice of a school tempo geared 
to the average has failed to nurture adequately the nation’s top- 
flight creative powers. This problem is now being attacked vigor- 
ously by most good-sized school districts, which hope to find the 
most effective procedure, Some critics of the situation adyocate 
Separate schools for children with gifts, and many private schools 
are seeking to attract this clientele. The separate school, insofar as 
the public schools are concerned, does not seem the most effective 
answer when all factors are considered. Under experimentation now 
are various plans—homogeneous grouping, the setting up of special 
Classes in the comprehensive schools; for children with gifts; homo- 
geneous grouping by subjects (that is, a given child may be ex- 
tremely gifted and motivated in one Subject but not in others, and is 
enrolled Sin vansadvanced Class nea eat) Siceciciation and 
enrichment of curricula content for the extremely able within a 
normal class; and the preparation and assignment of superior 
teachers to special classes for children with gifts, or classes with 
universal preparation of such students.® 

Perhaps above all new problems for teachers ang Schools in the 


4 Time Magazine, Education Section, “Boys and Girls Together.» 
1953, p. 72. Copyright Pca medea A 

5 For suggested programs for gifted children, see News o; R ; 
the Academically Talented, Volume I, No. 1, January—Febry, t ara pre On 


October 19, 
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future, resulting from the pressures of the culture upon the indi- 
vidual, is that epitomized by the comment of an educational phi- 
losopher that this is the only generation in human history for which 
the experiences of its ancestors are largely irrelevant. This state- 
ment, of course, is a summarization of the implications of new 
knowledge and mores and still newer ones already evident upon 


the horizon. 

The individual and the state. The threatened inundation of man- 
the-individual by man-the-mass, the over-organization in society, 
and the pressures of conformity all of which reflect mounting stresses 
upon the individual by the culture are paralleled by the growth of 
big government. Governmental organization, structure, and pro- 
cedural techniques mirror the kind of society they serve. 

How to equip individuals to manage the extremely difficult busi- 
ness of assuring that government will reflect and be responsive to 
his will, has always been a concern of free education in a free 
society. But the task has been made immeasurably more compli- 
cated in this generation, and so far as can be discerned, the com- 
plexity will increase in the future. 

Even if the world had not been dichotomized since World War 
I into the free and the authoritarian nations or the free and the 
communist nations, even if, as was then visualized, the world had 
been made safe for Democracy, this task for education would have 
been an enormous one. The very facts of the staggering growth in 
population, urbanization, the proliferation of gadgets, the predomi- 
nance of mass media inevitably produced in the free nations gigantic 
governmental structures whose very size tended to remove them 
from meaningful responsiveness to the individual. With the intense 
competition which has now developed since World War II among 
the free nations, the communist nations, and the uncommitted 
nations for survival and predominance, the consequent infringement 
upon the rights and freedoms of the individual threaten to destroy 
the classic concepts of these principles. The paramount task of 
education is to preserve these concepts in a free society. This cannot 
be done without controversy, yet teachers are increasingly under 
attack by organized groups for even trying to analyze in the class- 
room the objectives and tactics of these groups. 

Dealing with controversial issues in a free society means the 
making of value judgments, and value judgments are not neutral, 
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not impartial. Strict neutrality of teachers could crush the hope of 
men for a free way of life. The current ferment in the United States, 
arising from the strains of intense social problems, the cold war, 
the upsurge of new nations, the armaments race, and government 
spending, is dividing our people into partisan camps, which have 
been defined with increasing narrowness of meaning as conservative, 
moderate, and liberal. These terms are being used so carelessly by 
irresponsible groups that their real meanings are becoming ob- 
scured. They are being loudly used to smear those whose convictions 
and opinions may differ by a minuscule amount from those of the 
adherents of the other groups. Take the term conservative for in- 
stance, it is used to categorize people whose viewpoints may range 
from the reactionary to quite generous or liberal notions of the role 
of government and the place of the individual in society. Or, at the 
presumed other extreme, the term liberal is being applied to 4 
group whose viewpoint in many instances duplicates that of the 
conservatives. The stereotype, however, is the left-wing bleeding 
heart, the wild-eyed radical, the soft-on-Communism advocate. 
Can the schools and their teachers ignore the threat of destruc- 
tion of basic American values in such internecine warfare? Can 
they insulate themselves from these controversies, remain aloof and 
withdrawn from life all about them? What is the meaning and the 
role of academic freedom and responsibility, and how can it be 
preserved? These are key questions for teachers and schools and for 
the future of our society. For, abdication can have only one result 


in the long look—the ultimate disappearance of freedom and all 
its fruits. 


The Implications of Automation and 
New Methods for Teaching 


The traditional conservatism of teachers is a constant irritant to 
certain segments in society. In fact, all professions are criticized for 
this disposition, yet it is one of society’s greatest Protections. Carr- 
Saunders summarized it as follows: 


A word may be said regarding the charge of co 
has been a bewildering and rapid development 
medicine, accounting, engineering and other pr 
times. Could this have come about if animosity a 


nservatism, There 
in the practice of 
ofessions in recent 
ainst new methods 
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had been a fair description of the professional outlook? The charge 
is based upon a misunderstanding of the critical attitude toward 
suggested modifications and improvements of professional practice 
which is characteristic of any well-defined and well-ordered profes- 
sion, It is not necessary here to dwell upon the necessity for testing, 
sometimes as in the field of medicine in an apparently tedious and 
laborious fashion, what appear to be promising new methods, and 
to ensure, before employing them, not only that they are in them- 
selves what they purport to be, but also that they accord with proved 
and established techniques in allied fields and do not therefore in the 
long run accomplish more harm than good. That the public should 
misunderstand this so-called conservatism is inevitable. That re- 
sponsible critics should speak of animosity to new methods as 
normal among professional men is less easy to understand.® 


The reluctance of teachers to adopt new techniques similar to the 
automation processes already a part of industry has been the cause 
ticularly vehement criticism. The old cliché that the results 


of par 
of research are not evident in teaching until 30 years have elapsed 


has been used repeatedly in recent years. The clamor for auto- 
mation, or more accurately perhaps, the clamor for wider use of 
technology in teaching has arisen from a number of considerations. 
The teacher shortages which have persisted since the start of World 
War II have created demands for the talents of the qualified teacher 
to be spread to a much larger number of children than the tradi- 
tional 1-25 or 1-30 ratios. These allegedly arbitrary teacher loads 
have been under caustic attack in recent years. The hope to find 
means of stabilizing or reducing the costs of education always enters 
into demands for the use of technology. This motivation carries 
overtones of reverence for some new, acceptable version of the 
Lancastrian System. There are, of course, many who sincerely ad- 
vocate technology in education because they are convinced that 
more effective, faster teaching will result. : 
The general reluctance or hesitancy of teachers to embrace with 
enthusiasm the use of teaching gadgets arises from several appre- 
hensions. The general assumption that fear of displacement, loss of 
jobs, and the lessening of opportunities for advancement are the 
basic motivations of the teachers’ reluctance contains some degree 
of truth but is exaggerated. Teachers, rather, fear the possible pre- 


A. M. Carr-Saunders, Professions: Their Organization and Place in Society 


(oxford: The Clarendon Press, ‘May 18, 1928), p- 20. 
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dominance of rote teaching through the excessive use of techno- 
logical devices. They fear the possible placing of inordinate em- 
Phasis upon drill techniques and fact-hunting and mastery to n 
exclusion of interpretation, value judgments, and the proving 0 
interrelatedness in knowledge. In other words, they fear the as- 
sembly-line production of the stereotyped individual, the made-to- 
order conformist, which in their conviction is the antithesis of what 
the aim of education ought to be in a free society. They fear loss of 
control of the curriculum, the imposing of the curriculum rom 
Outside interests that are not altogether unselfish. The answer, O 
course, is to find the golden mean between these possible extremes, 
to find ways in which technology can accelerate and enrich teach- 


experimentation. ; 
There seems to be little question that radical changes in teaching 
techniques are already under way and that the tempo of these 
changes, under the impact of changing demands upon education 
and of technology, doubtless will be stepped up. The changes will 
be designed to improve the effectiveness of teaching, accelerate 
learning, enrich the curriculum, place greater emphasis upon inde- 
pendent learning by students, and to relieve the teacher of non- 
professional duties such as clerical work and playground and 
lunchroom supervision. 4 
Toward these ends, there is already extensive experimentation 
under way in the use of nonprofessional helpers—teacher aides, 
clerical helpers, paper readers; the use of sub-professional techni- 
cians; team teaching; the ungraded elementary school; the use of 
television—the closed circuit type, educational networks, and even 
a six-state experiment of telecasting to all schools in these states 


Prove the education Processes, but also a growing body of opinion 
is that the real professionalization of teaching will be dependent 


T For detailed discussion of these experiments, see: Arthur D, Morse, Schools 
of Tomorrow—Today (Garden City, New York: Doubleday & Company, ist, 
1960), p. 191; and J. Lloyd Trump and Dorsey Baynham, Focus 


y on Change— 
Guide to Better Schools (Chicago: Rand McNally & Company, 1961), 5. 14° 
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upon a radical revision of the image of the teacher in the public 
mind. Adoption of newer, more complex and more efficient pro- 
cedures, it is argued, will raise this image of the teacher from 
pedestrian performer to one of superb competence, working with 
-imagination and creativeness. 

Finally, with reference to the impingement of the future upon the 
profession of teaching, some things are abundantly clear. There is 
no fruitful purpose in bemoaning the growing complexity of society 
or indulging in nostalgic yearning for the return of simpler times. 
The complexity is a fact of life and the trend could only be halted 
or reversed by the catastrophe of a general, all-out atomic war. 
Complexity or organization is also a fact of life. Technology will 
become more complex; automation will grow in use, creating new 
problems in the education and re-education of people. Urbanization 
will continue and increasingly inundate the rural areas, Population 
growth will continue at an alarming rate, creating new economic 
and social problems, one upon the other. The trend toward spe- 
cialization will continue to fragment society and minimize the 
possibility of educating the “whole man.” Governmental organ- 


izations will tend to get bigger and to stifle the traditional forms of 


the rights of man. The cynical manipulation of people will tend to 
become more cynical and more extensive. Increasingly, the ano- 
nymity of the mob will offer a haven for the frustrated. These are 
trends which may not be checked by education, but may be kept 
within bounds to preserve human rights. Man is capable of infinite 
adaptiveness. Education, operating for the general welfare, is the 
chief adaptive weapon. 

The imperatives of new times, new demands, and new visions 
require, however, an education of such quality as never before 
$ visualized in our history. Peter Vierick has characterized this goal 
i of education as the search for America’s third frontier: 


.. . the inner frontier, the exploration of our new Columbuses in 
the newly discovered continents behind the forehead. The symbols 
and the spokesmen of the third frontier are found in poetry, art, 
psychology, religion . - - the total human being . - . hungers not 
only for measurable facts but for unmeasurable truths, He needs the 

, jntangibles—the spiritual and aesthetic—beyond the gadget world 

of tangible things. In exploring that “beyond,” the complete man 
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turns for guidance to the classic humanities and to religion. These 
May be flickering and fitful lamps. Yet they are the only lamps we 
have, once we move past the boundary of measurable facts. 
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